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Abstract
White, Tisha LiThel.Ed.D. The University of Memphis. December, 2015. Teacher
self-efficacy: How do high-performing black teachers in underperforming schools
negotiate self-efficacy? Major Professor: Dr. Beverly Cross
Despite the vast research on efficacy and teacher efficacy, little focuses on highperforming Black teachers who work in low-performing urban schools. This research fills
a gap in understanding high-performing Black teachers and provides a voice to a
population under-represented in research. Through focus groups, semi-structured
interviews, storytelling, and reviewing student work samples, findings showed that highperforming Black teachers in underperforming urban schools participate in specific
practices that demonstrate their personal self-efficacy. Teachers were reflective,
inquisitive, and generally maintained a positive outlook in all situations. The teachers in
this study also carefully adapted their practice by focusing on strong relationships with
students in order to be more effective. Finally, the self-efficacy of these participants was
distinguishable by their deep understanding of the needs of Black children and their
welcoming disposition towards students with challenging behavior. Participants tended to
encourage and care for the classroom environment in a way that made it feel safe yet
focused. The implications of this study include the necessity to focus on K-12 education,
higher education and learning, and non-profit entities and their collaboration with
legislative bodies. Future research should focus on (but not limited itself to) challenging
students, high-performing students and self-efficacy, district curriculums, and the
Common Core’s relationship to self-efficacy.
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Chapter 1: Introduction
What Drives Greatness?
In an excerpt from Michael Jordan’s (1994) I Can’t Accept Not Trying, he shared
his insight on the pursuit of excellence. He described why he chose the University of
North Carolina to pursue his dream of playing basketball. Jordan (1994) wrote:
I always had the ultimate goal of being the best, but I approached everything step
by step. That’s why I wasn’t afraid to go to the University of North Carolina after
high school. Everyone told me I shouldn’t go because I wouldn’t be able to play
at that level. They said I should go to the Air Force Academy because then I
would have a job when I finished college. Everyone had a different agenda for
me. But I had my own. (p. 2)
Some time ago, when I was a high school student, I was struck by Jordan’s
pursuit of greatness on the basketball court, and his account for his choice to be the best
captivated me. At the time, his book inspired me to think about my dreams and
aspirations. I had some goals, but nothing was neatly defined—except that I knew I
would attend graduate school in college. In reflection, I think that my context for reading
this book might have been superficial and not necessarily connected to its themes and
relationship to one’s pursuit for greatness in life. Many years have passed and I still find
myself intrigued by the pursuit to do well and to be great. What peaks my interest most is
studying the self-efficacy of high-performing Black teachers who surpass the odds and
reach high levels of achievement in underperforming urban schools. Self-efficacy, which
will be discussed in detail in Chapter 2, is defined as “judgments about one’s capability to
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organize and execute a course of action needed to attain a goal” (Bandura, 1994, 1997;
Zimmerman, 2000, as cited in Hanks & Beier, 2012, p. 318).
While attending the University of Memphis as an undergraduate student, I earned
a degree in English with a major in technical and professional writing. Afterwards, I
became a classroom teacher in an urban middle school, teaching 6th grade English. I
continued with my studies, gaining a Master’s degree in Curriculum and Instruction. This
degree provided the foundation for what I know to be good teaching. At the time, I
defined a good teacher as someone who was innovative, supportive of students, wellplanned, and excited about learning. Those characteristics are still true, but over the
years, I’ve learned more about education and how students learn. After becoming an
elementary school principal in 2006, I learned to evaluate teaching using more objective
tools—such as the Teacher Effectiveness Measure 3.0 (2013), which evaluates teachers
in several areas including: planning, teaching, cultivating a learning environment, and
reflecting and adjusting.
This challenging role of managing, leading, and educating led me to my current
work of cultivating leadership in adults and building their leadership capacity. As I am
often engaged in discussions on leadership, I frequently say that the work of student
growth and achievement is done “through people.” This means that teachers play a vital
role in student achievement. Knowing this has driven me to wonder about teachers who
stand before children every day. I’m particularly interested in teachers who demonstrate a
high level of teacher efficacy while doing their jobs each day. Those “Michael Jordans”
of the classroom impact students’ lives in a positive way. Through their practices,
teachers cultivate and nurture the dreams of students daily.
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The Need to be Great
As an educator, my ultimate goal has always been to prepare students for higher
levels of learning, to breed a yearning for knowledge in them, and to build confidence by
assuring them that they can achieve anything through hard work. Knowing that I couldn’t
do this work alone, I searched for the brightest and the best to stand before my students
and teach them. After reviewing lesson plans, watching mock lessons, and conducting
tedious interviews, over the years, I have given many educators the opportunity to live
their dreams of educating children and preparing them for the next stages in their
educational journey. The teachers who were the best always seemed to possess intangible
traits that allowed them to extend themselves to meet whatever goals were ahead of them.
As a researcher, I’m very curious about those traits - particularly self-efficacy, which can
lead to high levels of effectiveness.
While I know that understanding what lies within a great teacher is important, it is
also a necessary pursuit. The data on student achievement in America is daunting. On the
elementary school level, state assessments reveal that our current educational reality
consists of students who are grossly underperforming. There are children whose reading
capability is multiple levels below their grade equivalent and countless others who end
their school courses well before it is time. According to Howard’s (2003) analysis of the
National Assessment of Educational Progress (NAEP) test data administered between
1992 and 2000, “Eighty-eight percent of African-American fourth graders failed to
achieve the level of reading capability required to fully decode the increasingly complex
material they will encounter in their textbooks” (p. 82). A lack of foundational reading
skills can only hinder the success of students’ pursuit of higher education. In addition,
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minority students from poverty-stricken backgrounds are enrolling in college at lower
rates than their White counterparts (Mitchell & Stewart, 2011). For those few who do
enter, the road is quite difficult. Davis-Kean, Mendoza, and Susperroguy (2012) wrote:
… for those students who do manage to successfully graduate from high school
and enroll in college, these students are often academically unprepared for the
rigors of college-level coursework and hence are placed at increased risk for dropout at the postsecondary level. (p. 89)
Furthermore, a national study by the Schott Foundation for Public Education (2010)
reported:
Only 47% of African-American males graduated from high school in 2007-2008
and the Council of the Great City School (2010) study found that AfricanAmerican males over 18 accounted for 5% of the college enrollment, but 36% of
the prison population in the United States. (p. 386)
These statistics portray children as undereducated, leaving them less prepared to be selfsufficient within society. These findings clearly support research on Black teachers who
have overcome the obstacles they face through their self-efficacy. Understanding these
teachers’ beliefs connects to the core of the American Dream.
Rowland Jones’ (2011) analysis of how President Obama addressed the issues of
race and the American Dream is as follows:
The American Dream places the idea of progress toward a better society as the
ultimate societal goal. In epistemic or ideological terms, the fault lines lie between
the individual responsibility and community action. Variants of the story
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emphasize the heroism of the individual moving the nation forward or the
responsibility of the entire community in achieving that aim. (pp. 132-133)
Effective education is a means by which we participate in moving the country forward in
a positive direction. If students are underachieving and underprepared for the challenges
encountered in institutions of higher learning, the American Dream cannot and will not
be realized. Howard (2003) added:
At the turn of the millennium, there is a large group of Americans I call ‘those left
behind.’ It is a population segment that comprises more than half of the AfricanAmerican population as well as other minority and poor people. These are people
who are not equipped to take full advantage of opportunities afforded by the fifty
years of successful social activism that culminated in the Brown decision of 1954
and the civil right legislation of the 1960s. (p. 2)
If, in fact, education is “the way out for the historically disadvantaged” (Howard, 2003, p.
2), the doors that lead to opportunities are not only closed, but also locked with no key.
Our current reality is critically adverse and urgent. We need a game-changer. My insight
into this field of study provides me with both personal drive and professional expertise to
reveal what seems to be missing in our quest to close the achievement gap that exists,
which in turn critically hinders millions of children from becoming the best versions of
themselves that they can be. Teaching and great teachers matter most. Once we review
lesson plans, read countless “Philosophies of Education,” and sift through resumes of
new college graduates, how do we measure what may seem immeasurable? How do we
unearth those intangible characteristics and talents that make great teachers great? In turn,
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this dissertation aims to serve this purpose and to be the game-changer required to change
the trajectory of underserved Black students and other children of color.
Statement of the Problem
Through the use of critical race theory (CRT) and the narrative inquiry
methodology, I researched the following question: How do high-performing Black
teachers in underperforming schools negotiate self-efficacy? To further explore and
answer this research question, the following sub-questions supported my pursuit of this
research and ultimately allowed me to discover deeper insight:
a. What are the personal self-efficacy practices used by effective Black teachers
in underperforming urban school settings?
b. How do these teachers adapt the concept of self-efficacy in their practices?
c. How are these practices distinguished in urban underperforming schools?
For this study, “underperforming schools” are defined as elementary schools that
achieve less than 50% school-wide proficiency or advanced scores in reading or
mathematics on the end-of-the-year state assessments. In the state of Tennessee, the
Tennessee Comprehensive Assessment Program (TCAP) test is administered to all
students in grades 3-8 in reading, math, science, and social studies.
Significance of this Study
This research study is significant for two reasons. First, there is a need to
understand how self-efficacy connects to high-performing teachers in underperforming
schools. There is a prevalent discourse which focuses on closing the achievement gap that
exists between underperforming students of color and their White counter-parts. In doing
so, we miss the opportunity to take a deeper dive into the minds of those who “represent a
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counter-story.” Exceptional teachers not only add educational value to the students they
serve, but they also help to change the paths of generations to come when they connect
with children who need them most. It matters to tell these stories so that higher
achievement can occur. Data also reveals an overwhelming need to understand highly
effective teachers more deeply. Noguera (2003) wrote:
Nationally, poor scores and high drop-out rates among African-American males
are extremely problematic. In addition to these issues, African- American males
are more likely than other students to be labeled with behavioral problems,
punished more severely, excluded from rigorous and gifted classes, and in
general, labeled as less intelligent. (as cited in Mitchell & Stewart, 2011, p. 386)
Other research, including Holzman’s (2004) Public Education and Black Male
Students: A State Report Card, found that “African-American males were underachieving
in every school-related indicator, e.g., graduation rates, special education, in and out-ofschool suspensions, and expulsions” (p. 387). These statistics support that our educational
system must be significantly changed to meet the needs of all students. These statistics
not only tell the story of schooling in America, but also bring needed attention to the state
of our society. According to Mauer (1999), the consequences of educational failure for
African-American males are often a lifetime of “underemployment and
institutionalization” (p. 387). Therefore, it is essential to understand what works well so
that those practices can be employed. High-performing Black teachers understand that
their interactions are significant for unlocking the knowledge that lies within Black
students. Ladson-Billings and Tate (1995) wrote that functioning in environments (e.g.,
schools and classrooms) where African-American students are perceived to be devalued
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and diminished negatively affects their social identity, self-esteem, and academic
performance (p. 386). On the contrary, if Black students feel valued, they are likely to
achieve higher.
The second crucial reason why this research is significant is to understand and to
acknowledge the effectiveness of Black teachers. Just as Black children have a negative
image within society, Black teachers are no longer revered as they once were in BlackAmerican history. Mainstream media—specifically movies—have only produced
negative images of Black teachers. Before integration, not only were Black teachers held
in high regard, but Black students were also seen as children who could learn no matter
what. Black teachers championed that vision. Today, many movies depict another
perspective of Black children that they are completely disengaged and that Black teachers
are unable to carry the torch of educating them. In movies such as Dangerous Minds,
writers portrayed children of color as rough and disinterested in learning. Usually, there
is a White teacher that is inserted into their lives, who can do what the Black teachers
could not do. Other movies like The Ron Clark Story and Freedom Writers all tell heroic
stories of White teachers who overcome the odds of teaching Black children despite the
challenges they face. For example, in the film, Freedom Writers:
… we see a determined, idealistic young White woman who convenes a group of
disaffected, failing Black and Latino students to begin to write powerful narratives
of their lives. Single-handedly, this young White woman is able to turn the
students on to learning. (Ladson-Billings, 2000, p. 93)
This is interesting because race notwithstanding, the narrative is almost identical to that
of Black teachers during segregation. White teachers have now become saviors. Black
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teachers have been discredited and even lost in the historical perspective on teaching.
The current study was conducted to illuminate the theoretical perspective and
related micro-level topics that are foundational within this subject. Additionally, the
methodology and methods are clearly outlined as they align with the theoretical
perspective. Other major components of this study include the analysis and interpretation
of the data, and how it will be contextualized. The conclusion(s) will be shared in the
final chapter.
Definitions of Key Terms
The following definitions clarify the key terms used throughout this study. Of
note, the definitions for high-performing teachers and underperforming schools are local
definitions used within the context of Memphis, Tennessee.
High-performing teachers assume the following criteria:
a. Teacher Effectiveness Measure (TEM) score of 5.
b. Tennessee Value-Added Assessment System score of 5.
c. Students in class(es) have achieved at least 80% proficiency in reading
or math on end-of-year state assessment (2014).
Underperforming schools are considered to be schools with less than 50%
achievement on the end-of-year state assessment (2014) in reading or math.
Urban schools are generally defined as “inner-city schools” or schools within
“large metropolitan regions (Milner, 2010, p. 67). Furthermore, it is important to note that
urban schools are comprised of various characteristics. These common characteristics
include:
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a. Increased bureaucracy due to the size of the school district, which results in a
disconnect from the communities in which the schools were designed to serve.
b. Disproportionate funding, which results in scarcity of resources.
c. Diverse student populations with diverse needs (Weiner, 2003).
Efficacy, as defined by the Merriam-Webster dictionary, is the power to produce
an effect.
Self-efficacy refers to “judgments about one’s capability to organize and to
execute a course of action needed to attain a goal” (Bandura, 1991, as cited in Hanks &
Beier, 2012, p. 318).
Teacher self-efficacy is defined as the belief in one’s capabilities to determine
positive outcomes even in the most difficult students (Khan, 2012). One can also look at
teacher self-efficacy as “one’s belief in his or her ability to organize and execute the
course of action required to successfully accomplish a specific teaching task in a
particular context” (Tschannen-Moran, Woolfolk, Hoy, & Hoy, 1998, as cited in Siwatu,
2011, p. 117)
Collective efficacy is defined as “a group’s shared beliefs in its conjoint
capabilities to organize and execute the course of action required to produce given levels
of attainments” (Bandura, 1997, as cited in Klassen, Tze, Betts, & Gordon, 2011, p. 23).
Race is defined by Banton (2004, p. 333) as “a group or category of persons
connected by a common origin” (as cited in Ali, 2012, p. 97). Banton further states that
the term “came to be used in the sense of type as designating species of men distinct both
in physical constitution and mental capacities” (Banton, 2004, p. 334, as cited in Ali,
2012, p. 97). In addition, “race has come to be viewed as a social construct rather than a
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natural or biological given” (Van Den Berghe, 2004, p. 334, as cited in Ali, 2012, p. 97).
Racism is the “belief in the inherent superiority of one race over all others and
thereby the right to dominance” (Lorde, 1992, p. 496).
A stereotype can be defined as “an exaggerated belief associated with a category.”
The function of a stereotype is to “justify (rationalize) our conduct in relation to that
category (Gordon, 1979, p. 191). Within the context of this study, race is the category in
focus.
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Chapter 2: The Review of Literature
Organized in two sections, this literature review will explain the mid-level
theories specific to the discipline, and the literature that supports this research study. The
aforementioned key definitions are critical in developing an understanding of this study
and the supporting literature.
Introducing the Roles that Race, Racism, and Stereotypes Play in Black Teacher
History
To begin, I must first share the definitions of race, racism, and stereotype. These
concepts are quite important in this study. Ali (2012) wrote that “race is a concept that is
notoriously hard to define and there is perhaps even less consensus as to its meaning than
there is in the case of information” (p. 97). Other researchers unpacked the definition
further. Banton (2004) defined race as a “group or category of persons connected by a
common origin” (p. 333, as cited in Ali, 2012, p. 97). He also described race as “a social
construct” and decided that “the main issue is not what race is, but the way it is used” (p.
334, as cited in Ali, 2012, p. 97). Deeper understandings will be shared regarding how
race is used in education. In researching racism, Lorde (1992) wrote that racism is “the
belief in the inherent superiority of one race over all others and thereby the right to
dominance” (p. 496). This definition leads one to believe that racism is grounded in
institutional power, and that people of color have never realized such power (Solorzano,
1997). Our American society—often driven by media—can perpetuate racism by fueling
stereotypes that are commonly known. Gordon (1979) stated that a stereotype is “an
exaggerated belief associated with a category. Its function is to justify (rationalize) our
conduct in relation to that category” (p. 191). The impact of believing in and subscribing
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to stereotypes is racism. Since education is a smaller subculture within a society, there are
educational stereotypes of which critical race theorists encourage awareness. These
beliefs manifest as “intelligence and educational stereotypes” (Solorzano, 1997, p. 9).
Specifically, the stereotypes are explained below:
The fact that Blacks, Chicanas/os, and Native Americans have been and are
sometimes seen in the popular media of television, and print as ‘dumb,’ ‘violent,’
‘lazy,’ ‘irresponsible,’ or ‘dirty,’ can be used to rationalize their subordinate
position in society. (Bonilla & Girling, 1973, as cited in Solorzano, 1997, p. 8)
These stereotypes placed on students have also negatively impacted Black teachers.
However, despite the stereotypical views that exist, there is a counter-narrative that
dispels the negative beliefs on two groups: Black students and Black teachers. Through
this study, I plan to share how the above concepts have contributed to viewpoints
regarding teachers. This will be accomplished by reviewing the history of Black teachers,
and understanding their plight in the teaching profession. Knowing that race has never
been separate from the role of the Black teacher, the historical perspective will reveal
what mainstream America would like to keep hidden.
Black Teachers: The Historical Perspective
Slavery and education. In The Psalms, Hymns, and Spiritual Songs of the Rev.
Isaac Watts (1859), is the following hymn:
When I can read my title clear
To mansions in the skies,
I’ll bid farewell to ev’ry fear,
And wipe my weeping eyes.
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Should earth against my soul engage,
And hellish darts be hurl’d,
Then I can smile at Satan’s rage,
And face a frowning world.
Let cares, like a wild deluge come,
And storms of sorrow fall,
My God, my heav’n, my all:
There shall I bathe my weary soul,
In seas of heav’nly rest,
And not a wave of trouble roll
Across my peaceful breast.
This song encompasses the dream of learning to read and the peace and fulfillment that it
can bring. Singing this song means that reading is everything—even everlasting—and
when I can do so, nothing else matters—one’s life is complete. As slaves, reading was
against the law, but through perseverance, ingenuity and fortitude, many slaves did in fact
learn to read. It was during this time that the Black teachers’ presence contributed to the
freedom of minds even though physical chains still existed. Cornelius (1991) provided an
account of Frederick Douglas’ description of learning to read:
The frequent hearing of my mistress reading the Bible aloud awakened my
curiosity in respect to the mystery of reading, and roused in me the desire to learn.
Up to this time, I had known nothing whatever of this wonderful art, and my
ignorance and inexperience of what it could do for me, as well as my confidence
in my mistress, emboldened me to ask her to teach me to read. In an incredibly
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short time, by her kind assistance, I had mastered the alphabet and could spell
words of three or four letters. My master forbade her to give me any further
instruction, but the determination he expressed to keep me in ignorance only
rendered me the more resolute to seek intelligence. (Douglas, 1845, as cited in
Cornelius, 1991, p. 1)
Douglas’ account of learning to read speaks to determination and personal
strength. Using his barriers as fuel, Douglas’ journey is a remarkable account of
education and those who were enslaved. Cornelius (1991) wrote “the compelling stories
of people who were forbidden to learn to read and write and who risked punishment and
death to learn forced nineteenth century readers to become aware of the cruelties of
enslavement of human beings” (p. 1). He further stated that “narratives written by
escaped slaves in the antebellum United States almost always included a record of the
barriers raised against slave literacy and the overwhelming difficulties encountered in
learning to read and write” (Davis & Gates, 1985, p. xvi, as cited in Cornelius, 1991, p.
2).
During slavery, despite what seemed like insurmountable obstacles (including
legal constraints), literacy meant the world to slaves. Specifically, literacy meant survival
to Black slaves (Franklin, 1984, as cited in Cornelius, 1991). Franklin (1984) further
wrote that “education and literacy were greatly valued among Afro-Americans enslaved
in the United States because they saw in their day-to-day experiences—from generation
to the next—that knowledge and information helped one to survive in a hostile
environment” (p. 161, as cited in Cornelius, 1991, p. 3). According to Olney (1984),
literacy also meant identity. He stated that when Frederick Douglas wrote “I subscribe
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myself… Frederick Douglas” it was an “utterance of assertion of identity and identity is
freedom—freedom from slavery, freedom from ignorance, freedom from non-being,
freedom from time, since writing endures beyond a moment or even beyond a lifetime
(Olney, 1984, p. 161, as cited in Cornelius, 1991, p. 2). To slaves, literacy meant survival
(Franklin, 1984), identity (Olney, 1984), and an opportunity to exercise a “political
demonstration of resistance for the Black community” (Cornelius, 1991, p. 2). “Through
literacy the slave could obtain skills valuable in the White world, thereby defeating those
Whites who withheld skills, and could use those skills for special privileges or to gain
freedom” (Cornelius, 1991, p. 3).
Blacks learned to read by way of several circumstances. Some were taught by
White children, others were taught by their mistresses, who felt that Blacks needed to
learn to read the bible, while others were self-taught. Reading was more than difficult to
learn. Cornelius (1991) wrote that “slave recollections also provide insights into the
laborious process of learning to read and write under oppressive conditions. Their
motives and opportunities for learning were intermittent and it often took years to gain
even rudimentary skills; and that only the occasional slave had the chance to be in a
classroom or to meet with a trained teacher—though surprisingly, some did” (p. 61).
Cornelius also wrote that “most slaves taught themselves by sound and pronunciation,
most often through the Webster’s blue-back speller” (p. 61).
Many of the first teachers were actually preachers. Cornelius (1991) elaborated as
follows:
Slaves who became religious leaders and learned to read and write gained
opportunities for leadership in the Black community and chances to teach others
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to read through the actions of Whites. White religious leaders, and those Whites
who supported an evangelical mission to slaves, found that they had to train and
support Black preachers in order for their missions to survive. (p. 94)
Others who were not sanctioned by Whites to teach Black slaves to read and to propel the
White agenda risked their lives. Rawick (1972) wrote:
Teaching was not only a hazard for the Black teacher, but also a terrific
responsibility. Enoch Golden, known to the slaves as a ‘double-headed nigger,’
because he could read and write and because he ‘knowed so much,’ was said to
have confessed on his deathbed that he ‘been de death o’ many nigger ‘cause he
taught so many to read and write.’ (Rawick, 1972, p. 211, as cited in Cornelius,
1991, p. 78)
Literacy was in deed dangerous, but a “must” for many slaves. In Self-Taught: African
American Education in Slavery and Freedom, the author wrote “even under strict
limitations of slavery, slaves still developed ingenious strategies to become literate.
Slaves developed ‘pit schools,’ so named as such because they were ‘pits in the ground’
way out in the woods away from the master’s surveillance” (Williams, 2005, as cited in
Harvard Education Review, 2007, para. 3).
The account of education during slavery provides an important context for
education, Black teachers, and the Jim Crow South. Williams wrote that “as slaves
transitioned from slavery to freedom, they attempted to simultaneously satisfy material
needs with intellectual longing” (Williams, 2005, as cited in Harvard Education Review,
2007, para. 3). Black teachers developed more of a presence in the Black community and
continued the political journey of emancipating the minds of former slaves.
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Black teachers during Jim Crow. In the rich history of Black teachers—
particularly during segregation, children were valued by their instructors and regardless
of their needs—those needs were met. Black teachers hold a very significant place in
history within the Black community and within our country as a whole. They have been
at the forefront of educating poor Black children and have been a model for Whites
looking for the best practices in education. Foster (1997) wrote “those of us—Black and
White—who have worked closely with African-American teachers know that many of
them have provided magical classrooms for poor, African-American children” (p. xi).
Foster (1997), who spoke of her own mother, also shared that “as a teacher in segregated
Louisiana, White supervisors regularly visited Black teachers’ classrooms in order to get
ideas for in-service courses for White teachers” (p. xi). This speaks to the high degree of
excellence in which Black teachers were known.
In the age of Jim Crow, Black teachers were a major resource for Black
achievement and social mobility (Fairclough, 2007; Kelly, 2009; Shircliffe, 2006; SiddleWalker, 1996a, as cited in Kelly, 2009, p. 329). Kelly (2009) noted that, “Through
situated pedagogies … Black teachers promoted the acquisition of a form of capital that
could not only be used in exchange for jobs, rights, and social power; but could also
strengthen racial pride and mutual progress” (p. 330). In this context, “situated
pedagogies refers to teachers creating responses and initiatives in classrooms, schools,
and communities shaped by a particular history of oppression and privilege in the lives of
their students” (Lather & Ellsworth, 1996, p. 71). Black teachers, despite the
insurmountable odds and inequitable laws, were able to supplant the scarcity they faced
with ingenuity and resourcefulness. According to Kelly (2009), “Jim Crow’s Teachers”
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met the needs of their students through “promoting the acquisition of educational capital
by generating materials and supplies, situating curriculum and instruction, and mobilizing
human resources” (p. 330). Kelly further added:
In translation of Pierre Bourdieu’s Distinction, Richard Nice used the term
“educational capital” to refer to the qualifications (academic credentials or
certifications) that can be used for social mobility regardless of social origin or
family background (Bourdieu, 1984). I have borrowed and re-imagined the term
educational capital taking into consideration the social and historical context of
Jim Crow society. Educational capital, or the acquisition of qualifications through
formal schooling, can be used in exchange for jobs and social power; the term is
useful, therefore, for explaining how Black teachers imagined and produced
generations of Black youth in resource deprived schools who later became
teachers, preachers, doctors, nurses, scientists, and engineers—in spite of their
subordinate statuses and the circumstances in which they were born. (p. 331)
Teachers knew that education was important, so they were willing to do whatever
it would take to ensure success. This is reminiscent of how slaves used the same fortitude
to learn to read, and was the same for how they increased their own professional
knowledge. Amanda Cameron, for instance, reported that she “took a summer course on
the ‘slow learner’ before there was even a special education program” (Kelly, 2009, p.
344). Teachers knew that it was important to “acquire more educational capital
themselves,” (Kelly, 2009, p. 344). It is clear that teachers during this time refuted the
stereotypes placed on Black children through their efforts and their beliefs. On the

19

contrary, there are clear cases of racism and racist images that have worked to dispel the
image of not only the Black student, but also the Black teacher.
Black teachers during integration and the decline of Black teachers over
time. During the times of segregated schools, “African-Americans educated other
African-Americans, and developed a set of strong values about education. In these
schools, education was more than learning; it was coupled to both racial uplift and
religious faith” (Perry, Steele, & Hilliard, 2003, as cited in Hanley & Noblit, 2009, p. 16).
As the numbers of Black teachers declined during integration, students were increasingly
taught by White teachers, the dominant race. This opened the door for stereotypes of
Black students to manifest more openly as the cultural proficiency of White teachers
(specifically their ability to uplift the race) was poor. To ensure that the dominant race’s
narrative was always perpetuated positively, the Black teachers’ narrative was
confiscated.
At the start of integration, schools simultaneously experienced the decline of
Black teachers in schools. Foultz (2004) wrote that:
For a period of approximately two decades, from the mid 1950s through the mid
1970s, African-American schools’ staff at all levels—teachers, principals,
coaches, counselors, band directors, even cafeteria workers—were fired, demoted,
harassed, and bullied as White communities throughout the South reacted first to
prospect and then to the reality of court-ordered desegregation. No one was
exempt. (p. 14)
The numbers of teachers and principals who lost their jobs was staggering. In Oklahoma,
“one-hundred and forty-four teachers and twenty-one African-American principals lost
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their jobs the first year or so of desegregation” (Fultz, 2004, p. 15). These losses
continued in the 1960s. In fact, in 1965, the National Education Association’s study, The
Report of Task Force Survey of Teacher Displacement “first synthesized the emerging
trends and brought substantially greater publicity to the plight of African-American
educators” (Fultz, 2004, p. 21). Afterwards, President Lyndon Johnson addressed the
NEA convention (and the report), and he made it clear that he wanted the matter of
teacher displacement to be further investigated (Fultz, 2004). That study, which included
the interviews of 480 of 721 teachers who were Black,
alleged they had been displaced or downgraded during the periods between May
and September of 1965. Overall, the Task Force concluded that, at a minimum,
668 of the 721 (93%) had been displaced directly or indirectly as a result of
desegregation efforts. (Fultz, 2004, p. 22)
This decrease in Black teachers continued to the detriment of Black students. According
to Adair (1984), “minority educators have been shown to provide role models for young
students” (p. 14, as cited in Stewart, Meier, & England, 1989, p. 140). “Other research
has granted that the presence of a multiracial staff facilitates the integration process by
dispelling myths of racial inferiority and incompetence” (U. S. Commission of Civil
Rights, 1976, as cited in Stewart et al., p. 141). Aligning research that speaks to the need
for Black teachers with the trends of declining Black teachers encourages one to believe
that integration was never intended to be successful and its aftermath and negaive impact
would serve as a catylyst for educational problems that plague Black students—
particularly underperformnace in schools. It is also clear that those who practiced
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unethical schemes to not abide by the law wanted Black teachers to be “out of sight and
out of mine.”
Unfortunately for Black teachers, the decline in their presence in Black schools
continued. After the NEA report in 1965, the diplacement of Black teachers was
“proceeding apace” (Fultz, 2004, p. 24). Four published reports noted the following:
The apparent effect of desegregation of blacck teachers across the South this year
has been more negative than positive. Hundreds of them have been demoted,
dismissed outright, denied new contracts or pressured into resigning, and the
techers hired to replace them include fewer and fewer Blacks. Ironically, the
southern version of school integration appears to be reducing, rather than
expanding, the professional opportunities of many hundreds of Black teachers.
(Fultz, 2004, p. 24)
Interestingly, one of the culprits that was instrumental in the decline of Black teachers
was the implementation of the National Teachers Examination, adopted by many states,
which was “used as a punitive measure to justify racial hiring practices” (Fultz, 2004, p.
26). While tests are only one component of teacher competency, Graham (1987) believed
that “if Black teachers, as a group, are substantially and noticeably weaker than White
teachers, their effectiveness as role models is dramatically diminshed for students” (p.
599). At the time, Graham (1987) wrote “the current results have a chilling effect on
perceptions of the academic competence of aspiring Black teachers. In this case, racism is
institutionalized.
In the 1980s, the number of Black teachers continued to decrease over time
(Graham, 1987). Up to this point, fewer Black teachers were going into college and of
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those who did go, fewer decided to become teachers. Of those who chose to teach, few
passed the teacher’s exam (Graham, 1987). Into the eighties, “Blacks constituted about
8% of the public school teachers, roughly half of the proportion of Black children in
schools” Graham, 1987, p. 600). Black students saw fewer role models in their daily
educational lives.
In recent years, the diversity of the country has increased (Boser, 2014). However,
the diversity in the teaching profession has not improved over time. “Over the past three
years, the demographic divide between teachers and students of color has increased by
three percentage points, and today, students of color make up almost half of the public
school population” (Boser, 2014, p. 2). One major example of this lack of diversity—
specifically regarding Black teachers and Black students, is in Randolph Public Schools
in Masachusettes. In this district, “fifty-two percent of students are African-American,
but less than 5 percent of the district’s teahcers are African-American” (Boser, 2014, p.
2). In fact, the Black teacher/Black student ratio is so disproportionate that “the city is
currently in violation of a federal court order to ensure diversity in its teacher workforce”
(Boser, 2014, p. 5).
When there is a misrepresentation, it is quite easy for the dominant culture to
create images that may “appear” to be accurate. It is a choice to not only under-represent
Blacks in education, but also to misrepresent them as well. One major entity that
capitalizes from the under-representation of as well as the misrepresentation of Black
teachers is the media. The media chooses to portray, overemphasize, and sometimes
create negative stories of Black teachers and students. Hanley and Noblit (2009) wrote
“school desegregation meant that African-Americans were now subject to a key historical

23

logic of public education in the United States—an assimilation logic” (p. 16). Hanley &
Noblit (2009) also wrote that the “logic was developed and intended to Americanize the
waves of European immigrants in the 19th and early 20th centuries. The logic argued that
by rejecting one’s heritage and mimicking the cultural beliefs and practices of the
dominant Anglo-centric group, one would gain benefits to the American society” (p. 16).
Schools provided prime opportunities for assimilation and re-culturing of minorities
(Hanley & Noblit, 2009). Over time, the importance of the Black teachers’ roles within
society were diminished. When there is a lack of positive imagery, society can create its
own stereotypes. They are catalysts that encourage and support the notions that Black
children and other children of color are “dumb,” “lazy,” and the direct opposite of their
White counterparts, who go to school prepared to learn. Howard (2010) framed this
discussion by suggesting that the “unique social and cultural position historically
occupied by African-Americans in the United States is replete with racial and
stereotypical assumptions about their humanity and potential” (p. 386). Black teachers
and Black students must contend with these stereotypes and overcome them. This
research focuses on those cases of triumph to illuminate the critically important stories
that should be told. Conducting this research could encourage and result in the
eradication of subordination of one race to another.
Reclaiming the value of the Black teacher. Throughout history, other
researchers have addressed the significance of Black teachers and how, despite the
decline in the profession, they have made the difference in the education of Black
children. Gloria Ladson-Billings shares a counter-narrative of Black teachers that speaks
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to cultural relevancy and sensitivity to the needs of Black children. Ladson-Billings
(1994) wrote:
The notion of cultural relevance moves beyond language to include other aspects
of student and school culture. Furthermore, culturally relevant teaching uses the
students’ culture in order to maintain it and to transcend the negative effects of the
dominant culture. (p. 17)
This philosophy is in direct opposition of the assimilation logic. One example of
culturally relevant teaching is Julia Devereaux, in Dream Keepers: Successful Teachers
of African-American Children. Ladson-Billings (1994) wrote that “throughout the school
day, Deveraux reminds her students of ways in which they can become more involved in
the community and in addition to this; she models how to do it” (p. 39). Reassuring that
Black children are smart, showing them things in which they may have little exposure,
and holding high learning expectations for them, is absolutely reminiscent of teachers
during segregation. These stories are often untold or they are attached to White teachers
for admiration and emulation. This move towards culturally relevant teaching is not
exclusive to Black teachers—anyone can use culturally relevant practices. However,
these practices appear to be deeply rooted in the DNA of Black teachers, who ensured
that their classrooms were not only nurturing environments, but also places where
students became better versions of themselves with the intent to carve out a proud place
in society regardless of familial lineage, socioeconomic status, or formal knowledge and
preparedness for school (Foster, 1997).
While it is troubling to assume that the above feeds the negative stereotypes that
unfold in schools, it is correct to assume that these images and attitudes not only impact
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the teachers’ behavior, but also the students. When teachers have a positive disposition
towards students, the impact is likely positive. However, when the attitudes are negative,
the impact is quite different. In examining the impact of teacher expectations and
assumptions on students’ academic abilities, Steele (1997) and Steele and Aronson
(1995) found that “African-American students’ internalizations of their teachers’ negative
assumptions about their intellectual abilities and potential was a factor in their lower
academic performance and educational outcomes” (p. 386). In summary, African
American students perform poorly when they are viewed through the lens of such
negative stereotypes (Mitchell & Stewart, 2011). Determining the self-efficacy beliefs
and best practices of teachers who serve underperforming students is critical in
developing school environments that support learning in all students so that they not only
realize their full potential, but also actualize it for the greater good.
Urban Schools: Characteristics
The context of urban schools. The term “urban” is often used to mean many
different things. Sometimes, it is synonymous with poor or disadvantaged. Other times,
“urban” is a location. Weiner (2006) explains the five major components of urban
schools:
1.

There are structural and organizational factors, like the school system’s size
and the centrality of the school bureaucracy. Urban schools are run by
bureaucracies and by design cut off from the communities they are
supposed to serve.
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2.

Urban schools are plagued by inadequate funding. Teachers and students in
the nation’s cities have consistently faced a scarcity of supplies, materials,
and time.

3.

Urban schools have the responsibility of educating a tremendously diverse
group of students.

4.

Urban schools often receive a significant amount of federal or state
assistance (funding); therefore, decisions about curriculum, instruction, and
budget are constrained by reams of regulations. In addition to those
regulations, urban schools have their own separate rules and regulations,
which can influence every facet of school life.

5.

While teachers are saddled with the same hardships throughout urban
districts and all students may receive the same allocation per student for
supplies and materials, teachers in middle-class neighborhoods can expect
parents to subsidize the supply budget, causing the hardships to be greater
in urban schools and burdensome.

Within urban schools, racial tension oftentimes exists. Weiner (2006) wrote that
“public schools have finally been held legally responsible for serving racial minorities,
who were not given equal access to public education until the 1960s, when the civil rights
movement called the nation’s attention to the injustice of segregation and racial
discrimination” (p. 16). Weiner (2006) also wrote “students and parents from groups who
fail to make it in our society may view conflicts with schools and school people as
evidence that despite the rhetoric of equal opportunity, schooling cannot help them to
achieve the American Dream” (p. 16). As schools tend to “respond defensively, this
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further confirms minorities’ suspicions that they cannot use schooling for social
mobility” (Weiner, 2006, p. 17).
This distrust in urban schools exists for a reason. Not only are urban schools
oftentimes ill-equipped with the resources and funding needed to meet the needs of its
diverse population, but urban schools also often lack the highly qualified teachers needed
to demystify the acquisition of the American Dream through hard work and schooling.
Many teachers entering urban schools are underqualified and hence cannot support
learning and deep engagement of Black students. One example is in the area of science.
When writing about the race and class divide in U.S. public education—particularly in
the area of math and science, Stanford University professor, Linda Darling-Hammond,
asserted the following:
This schism—the opportunity gap that exists in high-poverty schools of color
(urban) is exemplified by the narrowing of the curriculum through high-stakes
tests, as well as the pervasiveness of unqualified teachers, overcrowded
classrooms, long-term subs, high student-to-college counselor ratios and zero
tolerance discipline policies that over-suspend, criminalize, and deter Black and
Latino students. (Hutchison, 2014, p. 8)
These characteristics that are indicative of urban schools are in fact further
negatively exaggerated due to the perceptions of teachers before they even enter the
doors of such schools. According to Proctor, Rentz, and Jackson (2001, p. 5),
“perceptions of urban students (referring in particular to African-American and Hispanic
students) by teacher candidates include: they are likely to be ‘dirty,’ ‘unruly,’ ‘a little
lower in knowledge,’ or ‘challenging because of the diverse family backgrounds’ and
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they ‘do not’ want to learn” (as cited in Hampton, Peng, & Ann, 2008). These
perceptions, if unattended, can be quite detrimental to the learning of students in urban
schools. Other negative perceptions of urban schools include the appearance and
atmosphere. In a study on pre-service teachers’ perceptions of urban schools, researchers
found that subjects tend to use the expressions ‘run-down’ to describe the internal and
external appearance of urban schools” Hampton et al., 2008). One subject stated:
I’ve never experienced urban schools directly, but my expectations or thoughts of
the physical appearance are that it has bars on the window and graffiti on the
walls. Students gather in big groups outside, talking and smoking. Inside, the halls
are loud, crowded and vandalized. (Hampton et al., 2008, p. 278)
Given the fact that the pre-service teachers in this study had no direct contact with
urban schools makes their perceptions unsettling. The connection is clear. As urban
schools tend to lack needed resources and highly qualified personnel, the perceptions of
those problems continues to have a negative impact. In summary, urban schools are quite
complex in that they are more than a location. They encompass a multitude of challenges
and a myriad of opportunities for positive change. Urban schools are diverse and
therefore need diversity in resources, problem-solving, and human capital. Despite these
facts, there are high-performing Black teachers who are meeting these challenges every
day.
The Performance of Urban Schools
Underperforming urban schools. Based on the findings in the above section, it
is quite apparent that urban schools have many challenges. Children living in poverty,
diverse social and learning needs, under-resourced schools, and poorly qualified teachers
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are the headlines that plague newspapers throughout the country regarding urban schools.
As a result, children in urban settings are underperforming at high rates and the gap in
achievement between them and their White counterparts has yet to close. This problem
spans over many years. An example of this low achievement in urban schools from 2003
is Banneker Charter Public School in Massachusetts. In this school, the student
population was 95% children of color with 75% of them receiving free and reduced
lunch. The mobility rate was high and the majority of the students spoke a language other
than English at home (Jenings & Likis, 2005). Students taking the Massachusetts
Comprehensive Assessment System (MCAS) test scores were quite alarming in relation
to meeting the Adequate Yearly Progress. Jennings and Likis (2005) noted that,
Student math scores across all grade levels fell far short of this goal. On the math
portion of the MCAS, 67% of Banneker’s 8th graders scored in the “Warning”
category, among 6th graders, only 6% scored as “Proficient.” More than half of the
students in all grade levels tested (4th, 6th, and 8th) scored in the “Warning” group.
(p. 65)
Closing the achievement gap, which means “to increase the achievement levels of
minority and low-income students” (Haycook, 2001, para. 1) is a difficult tasks given the
needs in urban schools. Even the National Center for Educational Statistics 2010 (NCES)
reports that over the long term, the test score comparisons between Blacks and Whites
have increased, but recent data for 4th grade suggests no significant change in gap
narrowing (NCES, 2010). More recent data reveals that “only 12% of Black fourth grade
boys are proficient in reading, compared with 38% of White boys, and only 12% of Black
eighth grade boys are proficient in math, compared to 44% of White boys” (Gabriel,
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2010, para. 1). Furthermore, “the report shows that Black boys on average fall behind in
their earliest years” (Gabriel, 2010, para. 8). In a startling account, Gabriel states that:
The analysis of results on the national tests found that math scores in 2009 for
Black boys were not much different than those for Black girls in Grades 4 and 8,
but Black boys lagged behind Hispanics of both sexes, and they fell behind White
boys by at least 30 points, a gap sometimes interpreted as three academic grades.
(2010, para. 9)
In the state of Tennessee, year-end test data is also examined to determine
whether or not the achievement gap is closing among specific student populations. The
Tennessee Department of Education compiles data from the following subgroups of
students:


Black/Hispanic/Native American v. All Students



Economically Disadvantaged v. Non-Economically Disadvantaged



English Language Learners v. Non-English Language Learners



Students with Disabilities v. Non-Students with Disabilities

The TDE explained that:
A positive change in gap size means that the gap between the historically
underperforming subgroup and the comparison group increased from last year to
the current year, while negative change in gap size means that the gap between the
historically underperforming subgroup and the comparison group narrowed.
(Data, n.d.).
According to the data, the achievement gap among economically disadvantaged students
(predominantly Black students) is 36.5% (Data, n.d.). Unfortunately, according to the
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2014 summative assessment reports, there are achievement gaps in almost all categories
tracked. In addition, over 60% of Black students are underperforming in Math (grades 912) and over 80% are underperforming in English in grades 9-12 (Tennessee Department
of Education Report on Data, 2014).
Contrasting viewpoints: is the data real? It is true that the above research is
documented and authenticated by credible sources. However, in an effort to ensure
thorough research, it is important to share the viewpoints of others as it relates to the
underachievement of urban schools. Simply stated, there are some who believe that the
overwhelming generalization that American schools are failing is a fallacy. Berliner and
Biddle (1995) believe that through the constant news reports, articles, governmental
reports, and political rhetoric, “organized malevolence might actually be underway” (p.
xi). In the book, The Manufactured Crisis: Myths, Fraud, and the Attack on America’s
Public Schools, the authors detail several “myths” about public education and attempt to
demystify those beliefs through research and contrasting evidence. Berliner and Biddle
(1995) attack several areas, including “myths about achievement and aptitude that claim
American schools are in deep trouble, and myths that tarnish the image of public schools”
(p. 5-6). Among those claims that work towards tarnishing America’s schools’ images are
the following: “1) America spends a lot more money on its schools than other nations, 2)
Investing in schools has not brought success—money is unrelated to school performance,
and 3) Our schools are not staffed with qualified teachers, the textbooks they use promote
immorality, and most American parents are dissatisfied with their local schools” (Berliner
& Biddle, 1995, p. 6). These claims are radical. However, both Berliner and Biddle feel
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confident that the counter-research they submit correlates to their claims that negatively
perpetuated images of American schools has been manufactured.
One example they cite is achievement and aptitude. In The Devaluing of America,
William Bennet wrote that “from 1950 to 1989, we probably experienced the worst
educational decline in our history. Between 1963 and 1980, for example, combined
average Scholastic Aptitude Test (SAT) scores—scores which test students’ verbal and
math abilities—fell 90 points, from 980 to 890” (Bennet, 1992, p. 55, as cited in Berliner
& Biddle, 1995, p. 14). Berliner and Biddle passionately refute this claim by sharing an
intricate perspective regarding at this test. Berliner and Biddle’s (1995) first evidentiary
claim is that “test “scores for the SAT are not reported as numbers of right answers, but
are converted (through obscure rules) in such a way that the scale scores earned by each
student for each subtest range from 200 to 800 points” (p. 16). Using this form of scoring,
“a talented student who correctly answers all but one of the questions on the verbal part
of the SAT loses fifty scale points for that one error” (Berliner & Biddle, 1995, p. 16).
This most definitely skews the overall test scores in a test that does not have the benefit
of measuring all students enrolled in school since the SAT is voluntary (Berliner &
Biddle, 1995). Furthermore, “SAT scores were never intended to be aggregated for
evaluating achievements of teachers, schools, school districts, or states, and such scores
have no validity when used for such evaluations” (Berliner & Biddle, 1995, p. 17). So
one might ask, why proclaim that scores are so incredibly low and that underperformance
is on the rise? Berliner and Biddle (1995) have written about a few reasons—one being to
perpetuate bias in college admissions. In their book, Berliner and Biddle (1995) wrote:
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SAT results are also closely tied to the income earned by students’ families. In
fact, at present, the average SAT score earned by students goes down by fifteen
points for each decrease of $10,000 in family income. This means, of course, that
whenever colleges use the SAT for making admissions decisions, they are also
discriminating against students from poorer homes. And it means that aggregate
SAT scores will also fall when more students from poorer families choose to take
the test. (p. 19)
While Tennessee uses the ACT as its primary measure, this point of view raises
very serious questions about student achievement in American urban schools and the
politics that influence our beliefs about the current state. No matter what you believe, one
notion is clear, students in urban schools demonstrate vast differences in performance and
those differences cause further marginalization and a decrease in access to the American
Dream. This research study is critical as it will highlight how teachers impact the
students’ outcomes and forge ahead despite what manufactured lies may be in place. It is
essential to further the research on teachers’ best practices. How do those teachers
encourage students to achieve? What can we learn from them?
High-performing urban schools. Just as there is negative data regarding urban
schools, and Berliner and Biddle (1995) call this underperformance “manufactured”,
there is positive data in urban schools that is representative of high-expectations and high
performance. Karin Chenoweth, in her book, It’s Being Done: Academic Success in
Unexpected Schools, has found many examples of high achievement in urban schools.
Chenoweth (2007), in her quest to find these uncommon examples, believed that
“American schools exist to ensure that all children learn. At these schools, just about all
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children meet or exceed state standards or are rapidly moving toward that goal. At these
schools, many, if not most, of the children are poor, and many, if not most, are children
of color” (p. 3). Having the great majority of children of color meeting and/or exceeding
state standards is quite different from the dismal data that we often hear of when we listen
to and participate in discussions regarding children of color. These schools seem to
represent the urban environments that often repel highly-qualified teachers as well as
parents who have more affluence and capital to provide a different “type” of education
for their children. Chenoweth (2007) wrote:
Some of these schools are in neighborhoods that many middle class parents would
never consider allowing their children to set foot in. And yet the teachers and the
principals in these schools are demonstrating that, by carefully organizing their
time and resources, they can make sure that their students learn to read, write, and
cipher, as one old-fashioned educator said and much, much more. (p. 3)
Where are these schools? Who are these teachers? Based on Chenoweth’s research, these
schools are all over the country and serve as models for what successful urban education
should be.
One of these high-performing schools is Lincoln Elementary School in New
York. This school population is 47% African-American and 26% Latino; with 58% of the
students meeting qualifications for free and reduced lunch. In 2005, Lincoln exceeded the
state of New York’s scores, with 90% or more of their students meeting or exceeding
state standards in Language Arts, Math, and science. In this school, high achievement is
the norm. “When the preliminary results from the 2005 state English/Language Arts test
showed that all but one of the fourth grade students scored at or above state standards, the
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staff was pleased, but their only surprise was about the student who did not score well”
(Chenoweth, 2007, p. 61). One of the teachers stated, “I know he can do the work; I guess
he just had a bad day (teacher, Mary Anderson)” (Chenoweth, 2007, p. 62). At this
school, “some years—like 2004—no one has a bad day, and Lincoln posts 100%of
students meeting or exceeding standards” (Chenoweth, 2007, p. 62).
Another example of a high-performing urban school is Centennial Place
Elementary School in Atlanta, Georgia. At this school, the student population of 530
students (kindergarten through grade 5) consists of 91% Black students. Fifty-seven
percent of the students qualify for free and reduced lunch. Having characteristic of urban
schools in mind, this school is closely located near two homeless shelters, which
frequently supply the school with new students (Chenoweth, 2007). While the school
tends to surpass the Adequate Yearly Progress mandated by the state, the principal stated
“it’s not just enough to meet the state standards” (Chenoweth, 2007, p. 88). The desire to
exceed the state’s goals translates into over 90% of the students meeting (and mostly
exceeding) expectations on state tests.
One final example of an urban schools which perform at high levels is The
Benwood Schools in Hamilton County, Tennessee. The set of eight elementary schools
has a total student population of 3320 children in kindergarten through fifth grade, with
95% of the students meeting the qualifications for free and reduced lunch. This group of
schools, historically underperforming, used several innovative strategies to show
improvement in students’ academic data. One of those strategies was called the
“Donaldson Model,” in which “schools were redirected in how they used Federal Title I
dollars” (Chenoweth, 2007, p. 198). Essentially, this meant that a focus was placed on
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building the capacity of teachers by having lead teachers in reading and math serving as
administrators who supported teachers’ learning so that they became better instructors
(Chenoweth, 2007). As a result, The Benwood Schools data increased from 53% of the
3rd graders being proficient or advanced in reading to 74% being proficient or advanced
in only two years. At the release of It’s Being Done, the school was consistently tracking
towards higher achievement in hopes of reaching their ultimate goal of 100% of their
students being proficient or advanced in reading.
Like these examples, there are other glimpses of hope in urban education. It is
critical to continue to study these models, but more specifically, to understand the
teachers’ self-efficacy to not only meet the students’ needs, but also to surpass the set
goals in the process.
The Performance of Black Teachers
High-performing (effective) Black teachers in urban schools. In studying
Black teachers, in particular, research states that it is difficult to separate what teachers do
in the classroom with how they think (Clark & Peterson, 1986). In this section, I will
discuss actions of high-performing Black teachers and later connect those actions with
the way teachers think.
The discourse surrounding Black teachers is often negative as discussed earlier in
this chapter. Some of those negative perceptions include the following:


Black teachers are too strict and provide too much structure in the classroom
learning environment.



Black teachers ‘yell’ at students and ‘damage’ their self-esteem.



Black teachers do not provide for enough creativity in the classroom.
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Black teacher become too personal with their students and cross professionalpersonal lines (Milner, 2012, p. 28).

These negative perceptions, in addition to the media’s tendency to illuminate
White teachers’ overwhelming success with “difficult” minority students, leaves Black
teachers with little respect and admiration within their field. Research on high-performing
teachers is critical because there is a counter-narrative that not only exists, but that must
also be told.
Lopez (2003) explained that “counter-narratives are important and central to
understanding the nature of reality; in particular, counter-narratives ‘told by people of
color’ can contribute to the knowledge base of those often pushed to the margins of
education” (p. 84, as cited in Milner, 2012, p. 28). Milner (2012) wrote that “such
narratives need to be told, but often have been dismissed, trivialized, or misrepresented in
educational research” (p. 29).
Within the context of urban schools, “African-Americans are the majority in 21 of
the nation’s 22 largest urban school districts, while only 12% of the population of the
United States” (Stanford, 1998, p. 230, as cited in Ladson-Billings, 1995). Haberman
(1995) estimates that outstanding urban teachers, referred to as ‘Star Teachers,’ represent
5-8% of the teachers in large urban districts (as cited in Stanford, 1998, p. 230). Having
so few teachers to demonstrate effectiveness with Black students, it is important to
understand what makes these teachers high-performing. To do this, it is important to
revisit the historical background of Black teachers.
Stanford (1998) noted that, “for many African-Americans, education has
historically been viewed as essential for racial uplift” (p. 231). Collins (1991, p. 149)
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refers to this tradition as “lifting as we climb” (as cited in Stanford, 1998, p. 231).
Teachers looked for ways to empower their students to achieve unimaginable goals
despite the odds they faced daily (Stanford, 1998). An example of Collins’ (1991) “lifting
as we climb” is described in this way: “In order to help her students to succeed, Christina
made home visits to strengthen communication with families and provide appropriate
assistance, particularly with outside agencies, when needed” (Stanford, 1998, p. 232).
This teacher went above and beyond to ensure that her students were successful in their
endeavors.
One other characteristic of high-performing Black teachers is the concept of
“giving forward” (Lawrence-Lightfoot, 1994). “I grew up receiving the gifts of
neighbors, friends, teachers whom you can never repay” (Lawrence-Lightfoot, 1994, p.
477, as cited in Stanford, 1998, p. 234). When teachers are giving forward, they are using
their craft to strengthen the communities by having and maintaining high expectations for
academic excellence and achievement (Stanford, 1998). One teacher, as described in a
study on outstanding Black teachers, was known to “take into account individual
differences while expecting students to demonstrate competency in the subject”
(Stanford, 1998, p. 235). He also had the ability to help students see the relationship
between chemistry and their everyday lives (Stanford, 1998). Making these connections
for students was critical to ensure that students developed a true value for the learning.
The overall care and concern of Black teachers has been termed ‘other
mothering,’ (Collins, 1991; Irvine, 2003, as cited in Milner, 2012, p. 30). Caring for one’s
students as if they were one’s biological children is the basis for this concept (Milner,
2012). This characteristic of high-performing teachers results in students being more
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mindful of the teachers’ expectations and being willing to meet those demands by any
means necessary. One student of a high-performing Black teacher wrote:
This is the one class I don’t cut. I cut nearly every other class once in a while, but
never this one. If we are going to be absent, we call him. If we have homework
due, we mail it in so it is postmarked on the day it’s due. A ‘B’ in this course is
worth an A in any other course. He doesn’t take late assignments.
Just one of the characteristics of high-performing Black teachers, other mothering
proves to have a major impact on students’ belief about the importance of school and
being responsible for their learning.
Another characteristic of high-performing Black teachers is that they see teaching
as a mission and a responsibility. In many instances, Black teachers do not and cannot
separate their race and ethnic identity from their thoughts about personal responsibility to
teach their students. For example, one Black teacher from a research case study viewed
her role as a Black teacher “to serve, to change, and to improve the situations that were
unfair and unjust and to help students see this as part of their responsibilities as well”
(Milner, 2012, p. 37). Furthermore, Milner (2012) wrote “such goals and missions were
consistently reinforced in her classroom with students as she posed higher order thinking
questions to help illuminate critical and transformational thinking among her students.
This example represents how Black teachers’ beliefs influenced their instructional
practices.
These characteristics of high-performing Black teachers provide a lens for
understanding what makes them outstanding teachers. They are not only focused on
instructional practices, but are also intangible beliefs that guide their actions. More
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specifically, characteristics of high-performing teacher are both concrete in that they can
be taught, as well as abstract because they are entrenched in what the teacher believes.
Further research will collide high-performing teachers’ actions (both concrete and
abstract) with their personal self-efficacy beliefs.
Underperforming Black teachers in urban schools. Teachers are often rated
based on their students’ achievement and growth data. However, there are other factors
that can provide insight into teachers’ abilities to be successful in the classroom. One
factor of underperformance relates to students preparedness for college and careers—
particularly in the area of Science, Technology, Engineering, and Mathematics—STEM.
Currently, there are a disproportionate number of Black students who major in STEM in
college—partially due to the lack of talented STEM teachers who are able to develop
their skills and motivate them to pursue STEM degrees and careers. Hutchison (2014)
writes that Black students will likely have a poor STEM teacher, and they are also likely
to “be saddled with negative cultural stereotypes and assumptions about their lack of
intellectual ability in math and science” (p. 10). This discourages and damages the
identity of Black students. One example of this is in Silicon Valley—known as the Mecca
for technological innovation.
Fewer than 25% of Black and Latino high school students successfully complete
Algebra. Moreover, only 20% of Latinos and 22% of African-Americans graduate
having passed the necessary courses for admissions to University of California
and Cal State University campuses. These factors contribute to the abysmal
numbers of African-American and Latino students who go on to major in STEM
and graduate with STEM degrees (Hutchison, 2014, p. 10).
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What is significant about this research is that it points to a vicious cycle of
underperformance. Students are not given valuable experiences because they do not have
teachers who are capable of providing such experiences. Those students are then underprepared for more challenging experiences and therefore cannot excel in their chosen
fields of study. If the teachers are underperforming, how can one expect the students to
perform at high levels and to achieve in higher education? It is almost impossible, which
means that teacher ineffectiveness has a lasting impact on students—especially Black
students.
Other characteristics of underperforming teachers include poor discipline
(Stronge, Ward, & Grant, 2011). In a study of effective vs. ineffective teachers; “bottomquartile teachers’ (ineffective) classes had three times as many disruptive events
compared to top-quartile teachers (effective)” (Stronge et al., 2011, p. 347). There were
also “statistically significant differences favoring effective teachers on several variables,
including being better organized, having more positive relationships with their students,
and giving students greater responsibilities” (Stronge et al., 2011, p. 347). Teachers who
are in fact unorganized, lack the ability or the will to form positive relationships with
their students, and who fail to see the importance of students having ownership and
responsibility are likely fall into the category of ineffective.
The Concept of Self-Efficacy
Self-efficacy and its development. The underlying theoretical perspective of selfefficacy is grounded in in the historical notion that humans have always sought out
control over their lives (Bandura, 1997). Bandura (1997) explained the evolution of this
notion as follows:
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The growth of knowledge over the course of human history greatly enhanced
people’s ability to predict events and to exercise control over them. Belief in
supernatural systems of control gave way to conceptions that acknowledged
people’s power to shape their own destiny. This change in human self-conception
and the view of life from supernatural control to personal control ushered in a
major shift to casual thinking, and the new enlightenment rapidly expanded the
exercise of human power over more and more domains. (p. 1)
Bandura (1997) further stated that as humans learned more and more about the
power they possessed to control their own destinies, they “built physical technologies that
drastically altered how they lived their daily lives” (p. 1). It appears that the actions that
humans have taken over time to exercise more influence over their lives are critical in
their emotional well-being. In fact, Bandura added that:
The inability to exert influence over things that adversely affect one’s life breeds
apprehension, apathy, or despair, while the ability to secure desired outcomes and
to prevent undesired ones, therefore, provides a powerful incentive for the
development and exercise of personal control. (p. 2)
This is the foundation of self-efficacy.
As cited in Hanks and Beier (2012, p. 318), “self-efficacy refers to judgments
about one’s capability to organize and execute a course of action needed to attain a goal”
(Bandura, 1991, 1997; Zimmerman, 2000). Furthermore, there have been three specific
aspects of this definition to consider: First, self-efficacy is considered to be a
“comprehensive summary or judgment of perceived capability for performing a task”
(Gist & Mitchell, 1992, p. 184). Within an organizational structure, either the individual,
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the task itself, or others within the environment can inform one’s comprehensive
assessment of his or her capability (Gist & Mitchell, 1992, p. 184). Secondly, it is also
written that “self-efficacy is dynamic because it changes over time as new information
and experience are acquired” (Gist & Mitchell, 1992, p. 184). Finally, “efficacy beliefs
involve a mobilization component; self-efficacy reflects a more complex and generative
process involving the construction and orchestration of adaptive performance to fit
changing circumstances” (Bandura, personal communication, 1997). This final aspect of
self-efficacy means that even if people hold the same skill-sets, they may perform
differently based on the use of their skills and the actual sequencing of those skills in an
evolving contextual framework (Gist & Mitchell, 1992).
These three aspects previously described are the social cognitive components of
efficacy, which is considered to be a social cognitive theory. As cited in Gist and
Mitchell (1992, p. 184), “self-efficacy is a construct derived from social cognitive
theory—a theory positing a triadic reciprocal causation model in which behavior,
cognitions, and the environment all influence each other in a dynamic fashion” (Bandura,
1977, 1986).
Self-efficacy was introduced in 1977 by Albert Bandura, a native Canadian.
Bandura’s personal background is said to have been influential in this theory. Growing up
with limited access to education, Bandura believed that “students had to take charge of
their own education" (Stokes, 1986, as cited online in Cherry, para. 1, n.d.). He later
stated “while the content of most textbooks is perishable, the tools of self-directedness
serve one well over time" (Stokes, 1986 as cited online in Cherry, para. 1, n.d.). This
emphasis on personal influence and agency appears to be the beginning of the concept of
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self-efficacy (as cited online, para. 2, Cherry). It is important to note that agency refers to
“acts done intentionally” (Bandura, p. 3. 1997).
As an addition to the social learning theory (the idea that modeling is an important
means by which children learn) (Bandura, 1997), “self-efficacy holds that people possess
a self-system that enables them to exercise control over their thoughts, feelings, and
actions” (Schulze & Schulze, 2003, p. 106). Bandura (1986, 1987) also stated that “this
self-system is comprised of cognitive and affective components including the ability to
symbolize, learn from others, plan alternative strategies, regulate one’s own behavior,
and engage in self-reflection” (as cited in Schulze & Schulze, 2003, p. 106). In short,
self-efficacy refers to one’s beliefs in one’s capabilities to mobilize the motivation,
cognitive resources, and course of action needed to meet given situational demands.
In the research of self-efficacy and its origin, little to no attention is given to the
historical context of those purposefully controlled through legal means. How do the
components of self-efficacy impact the power and abilities of those people? While Black
teachers have been able to evidence instances in which they successfully demonstrated
the “ability to symbolize, learn from others, plan alternative strategies, regulate one’s
own behavior, and engage in self-reflection” (as cited in Schulze & Schulze, 2003, p.
106); they have done so without having the luxury of personal control that researchers
suggest humans possess solely based on their self-efficacy beliefs. What is critical to
understand is that historically, Black teachers have successfully exercised self-efficacy in
spite of the lack of personal control they were denied as a result of the conditions during
slavery, post-slavery, Jim Crow, and an era in which Black teachers were being replaced
by White teachers simply because of the color of their skin. This most notably occurred
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during integration. What were the key levers that caused those teachers to exercise selfefficacy?
Self-efficacy can be created in various ways. These ways are called “main sources
of influence” (Pajares, 2002, p. 2). The four sources of self-efficacy are mastery
experiences, vicarious experiences, verbal or social persuasion, and physiological and
emotional states.
Mastery experience. (Milner, 2002) posits that:
… mastery experience has been identified as the most powerful source of efficacy
information—the perception that a performance has been successful typically
raises senses of efficacy while the perception of failure lowers senses of efficacy,
contributing to the expectation that future performance will also be inept. (p. 29)
When a person is able to repeatedly experience success at a particular activity, his or her
self-efficacy is increased towards future efforts. An example is a person who learns to
ride a bike. With daily practice, he or she can become proficient in this activity and
therefore increasing one’s belief in his/her capabilities.
Vicarious experiences. Vicarious experiences, or watching other people, similar
to one’s self, succeed through perseverance, is another source of influence for selfefficacy. Milner (2002) wrote that “vicarious experiences are those in which someone
else models the tasks in question” (p. 29). He further wrote that “when a model with
whom the observer identifies performs well, the efficacy of the observer is often
enhanced” (Milner, 2002, p. 29). In contrast, “when the model performs poorly, the
efficacy expectations of the observer decrease” (Milner, 2002, p. 29). The model is
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essential in this source and should be competent in his/her skill level. Bandura (1994)
explained how:
Modeling influences do more than provide a social standard against which to
judge one’s own capabilities. People seek proficient models that possess the
competencies to which they aspire. Competent models transmit knowledge and
teach observers effective skills and strategies for managing environmental
demands. (p. 368)
Verbal or social persuasion. In verbal or social persuasion, “this may entail a
‘pep talk’ or specific performance feedback” (Milner, 2002, p. 29). “The potency of the
persuasion depends on the credibility, trustworthiness, and expertise of the persuader”
(Bandura, 1997, 1986, as cited in Milner, 2002, p. 29). In this source, a person must
convince the other that he or she has the skills needed to complete the task. However, if
the person pursuing the activity does not believe the convincer is compelling (based on
his or her lack of skill, knowledge, etc.); self-efficacy is likely to decrease regarding the
activity. Another form of social persuasion includes support systems (Milner, 2002). In
summary, Milner (2002) stated that:
Social persuasion in terms of verbal feedback and specific help, encouragement,
praise, and norms of persistence and achievement can help create a supportive
social environment, whereas lack of feedback, non-responsiveness from
colleagues and students, criticism, and norms of neglect can create an
unsupportive environment. (p. 29)
Verbal or social persuasion is important because it “leads people to try hard enough to
succeed and to develop skills” (Bandura, 1994, p. 368).
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Physiological and emotional states. Such factors as lowering one’s stress levels
and tensions can influence the development of self-efficacy. Bandura (1994) wrote that
“people rely partly on their somatic and emotional states in judging their capabilities” (p.
369). He continued that “they interpret their stress reactions and tension as signs of
vulnerability to poor performance” (Bandura, 1994, p. 372). “In activities involving
strength and stamina, people judge their fatigue, aches, and pains as signs of physical
debility” (Bandura, 1994, p. 372). In addition, one’s emotional state is also a factor in the
development of self-efficacy. Bandura wrote that “mood also affects people’s judgments
of their personal self-efficacy. Positive mood enhances perceived self-efficacy,
despondent mood diminishes it” (p. 372). Making alterations to both physical
interpretations and emotional states can enhance one’s self-efficacy (Bandura, 1994).
Each of these factors plays an important role in developing one’s self-efficacy.
Through the understanding and strengthening of each area, self-efficacy can improve, as
well as the ability to approach a task with the probability of success as the end result.
Figure 1 represents the assessment processes used to develop self-efficacy. This includes
the analysis of task requirements, attributional analysis of experience, and examination of
self and setting. See below:


Analysis of Task Requirements: The skills needed to perform at certain levels.



Attributional Analysis of Experience: A individual’s assessment about how a
particular level occurred.



Examination of Self and Setting: Assessing the resources available and the
constraints (or distractions) involved in performing a task (Gist & Mitchell,
1992).
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Resources/
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Performance

Feedback

Figure 1. The assessment process used to develop self-efficacy.

Teacher Self-Efficacy
Situated within the field of education, teacher self-efficacy has evolved as another
construct. However; it is specific to teaching and learning. In reviewing the research, it is
clear that researchers often cite Albert Bandura as the originator of the concept of selfefficacy, and teacher efficacy is adapted for the purposes of education. Teacher selfefficacy has been defined in several ways. Khan (2012) wrote that:
When self-efficacy is studied in the context of teaching, it is referred to as the
teacher’s sense of self-efficacy and is the belief that the teacher’s capabilities can
determine the outcomes of student engagement and learning among even the most
difficult or unmotivated students. (p. 436)
As cited in Siwatu (2011), teacher self-efficacy has also been defined as “a
teacher’s belief in her or his ability to organize and execute the course of action required
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to successfully accomplish a specific teaching task in a particular context” (TschannenMoran et al., 1998, p. 117). Other authors, such as Ashton & Webb (1986), refer to
teacher self-efficacy as “a teacher’s belief in his/her ability to make a difference in
student learning” (as cited in Collier, 2005, p. 352). One other variation in the definition
was written by Klassen et al. (2011) in which they describe teacher self-efficacy as “the
confidence teachers hold about their individual and collective capability to influence
student learning” (p. 42). Each definition, while varied, is grounded in the teachers’
beliefs in their capabilities to influence students in a positive way with regard to
academic achievement and growth.
As this topic is unpacked, it is important to share a distinction made between
teacher effectiveness and teacher efficacy. Teacher effectiveness is the notion of
successful teaching, while teacher efficacy is focused on the belief of what one can
accomplish—not necessarily the skillset they actually possess (Goodard, Hoy, & Hoy,
2004). Teacher efficacy holds true to Bandura’s (1993) original tenets regarding selfefficacy being “an individual’s judgment of the ability to complete future actions and
appraisals which are based on personal interpretations of past actions; rather than on
external criteria” (as cited in Dyer, Ortleb, & Cheek, 2013, p. 3). In others words, it is
important to note that “self-efficacy beliefs reflect an individual’s perception of
competence rather than his or her actual level of competence” (Tschannen-Moran & Hoy,
2007, as cited in Siwatu, Frazier, Osaghae, & Starker, 2011, p. 212). Personal perception
is a key component. Based on this stance, how are those personal self-efficacy beliefs
developed in Black teachers in underperforming schools and how are they negotiated?
This research serves to provide insight to those questions.
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The Importance of Teacher Self-Efficacy
The need for teachers is great. As cited in Siwatu et al. (2011), numerous reports
written by government and educational agencies reveal that teacher attrition rates have
become a significant concern among educational administrators. More specifically, as
cited in Siwatu et al. (2011, p. 209), “research findings suggest that attrition is highest in
schools with a high percentage of low income, high poverty, and minority students
(Kersaint, Lewis, Potter, & Meisels, 2007). This description easily fits the components of
urban schools. Therefore, a change is needed in first determining the root causes for
teacher attrition and then developing strategies that, when implemented, will decrease
these high attrition rates.
As cited in Siwatu et al. (2011, p. 209), “educational researchers have noted that
the high attrition rates in urban schools may be a result of teacher preparation programs’
inadequate preparation of teachers for diverse classrooms (Dill & Stafford-Johnson,
2003; McKinney, Haberman, Stafford-Johnson, & Robinson, 2008). With 28% of the
students in urban schools being African-American (Strizek, et al., 2006), researchers have
begun to shift the focus to preparing teachers in these setting to become effective
instructors of African-American students (Siwatu, Frazier, Osaghae, & Starker, 2011).
Unfortunately, increasing teachers’ instruction in isolation will not cure the ills of teacher
attrition and poor instructional delivery in urban schools with African American students
(Pajares, 1996). There may be intangible skillsets that are lacking, which result in teacher
attrition and poor instruction. According to Bandura (1977, as cited in Siwatu et al., 2011,
p. 209), “knowledge and action are mediated by a person’s belief in their capabilities (i.e.
self-efficacy) to put the acquired skills to use”. Teachers must believe that they are
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capable of impacting students in a positive way. This is important because their levels of
self-efficacy beliefs are influential forecasters of future actions (Bandura, 1977). Other
research states that:
Within academic contexts, research has shown that the self-efficacy beliefs of
students play an important role in influencing achievement and behavior, but
increasingly, researchers are concluding that teachers’ sense of self-efficacy also
plays a key role in influencing important outcomes for teachers and students.
(Ross, 1992, as cited in Klassen et al., 2011, p. 22)
In addition to teachers believing that they are capable of taking on the role of an
instructor, teachers with high efficacy tend to exhibit incredibly important qualities that
support student achievement. Ashton (1984) and Ashton and Webb (1986) wrote that
these teachers tend to:


View the role of teacher as important and meaningful work;



Set high expectations for student performance;



Take personal responsibility for student learning, examine their own
performance in light of student failure and develop improved instructional
strategies to meet their students’ needs;



Engage in goal-setting for themselves, the profession of teaching and their
students;



Exhibit confidence in their ability to affect student learning;



View themselves and their students as partners in the learning process;



Expend greater effort and persist longer in assisting student learning (as cited
in Collier, 2005, p. 352).
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Each of these characteristics contributes to the teacher’s overall belief that “they can
teach all children, including the difficult and unmotivated (Berman, McLaughlin, Bass, &
Zellman, 1977, as cited in Collier, 2005, p. 352). These teachers keep trying and never
give up simply because obstacles present themselves.
Other research even further supports the specific attributes of teachers with a high
degree of self-efficacy. As cited in Siwatu et al. (2011):
Teacher self-efficacy beliefs often influence a teacher’s willingness to implement
new instructional strategies. Teachers with high teaching self-efficacy beliefs are
also more likely to use effective and innovative instructional strategies such as
inquiry and hands-on learning activities. Less self-efficacious teachers, however,
tend to rely on instructional practices that are easier to adopt such as direct
instruction and whole group learning. (Tschannen-Moran & Hoy, 2001, as cited in
Siwatu, 2011, p. 212)
Self-Efficacy in High-Performing Black Teachers
In reviewing the literature on self-efficacy, teacher self-efficacy, and Black
teachers, it is clear that there are several connections. Self-efficacy refers to “judgments
about one’s capability to organize and execute the course of action needed to attain a
goal” (Bandura, 1991, 1997; Zimmerman, 2000, as cited in Hanks & Beier, 2012, p. 318).
Within the context of teaching, teacher self-efficacy” is referred to as the teacher’s sense
of self-efficacy and is the belief that the teacher’s capabilities can determine the
outcomes of student engagement and learning among even the most difficult or
unmotivated students” (Khan, 2012, p. 436). Black teacher efficacy has been studied in
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several ways—including how to determine best practices in successfully teaching Black
children for non-Black teachers as well how to build efficacy practices in urban settings.
Historically, the actions of Black teachers have been founded in self-efficacy and
their belief in themselves to do the impossible. This has been documented in research
about Black teachers during segregation. This efficacious frame of thinking extends to
their students—as Black teachers have demonstrated the belief in their students to
overcome any obstacles to be culturally relevant teaching to juxtapose with Black
teachers and their self-efficacy.
Critiques of Teacher Self-Efficacy
While the research on self-efficacy is prominent, there are critiques to the concept
of self-efficacy and its impact on people’s actions. For instance, there are specific
indicators recognized as being critical in the development of self-efficacy. Furthermore,
there are specific determinants that are given credit for increasing self-efficacy. Those
determinants are related to “attributes of the task (interdependence and resources) and the
complexity of the task (difficulty, uncertainty)” (Gist & Mitchell, 1992, p. 196). More
specifically, Gist and Mitchell (1992) explained the following:
Low variability/internal determinants refer to assessments of ability as well as
stable dispositional attributes (e.g., physical condition, personality). The high
variability/external cues are produced by the task environment (e.g., distractions,
risk). Finally, the high variability/internal determinants include current
performance strategies, and motivation to exert effort (which is influenced by
goals, priorities, interest, and mood). (p. 196)
The concept and process are further explained in Table 1.
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Gist and Mitchell (1992) wrote that “the extent to which self-efficacy and
performance can be raised and the overall malleability of self-efficacy still are unresolved
issues” (p. 198). They also stated that “little attempt has been made to understand
systematically which determinants might be altered to yield the greatest change in selfefficacy and which change strategies should be used” (Gist & Mitchell, 1992, p. 198).
Another critique of self-efficacy is related to level effects. Gist and Mitchell (1992) wrote
that “within-person analyses of self-efficacy increases should be subject to ceiling effects
when pretest self-efficacy is high. Regardless of its accuracy (predictive validity), there is
little room for positive change in self-efficacy level. In contrast, low self-efficacy will be
less subject to a ceiling effect and can be increased contingent on the extent to which
initial efficacy perceptions were inaccurate” (p. 199). In short, the question remains that,
if one’s self-efficacy is already high, how can it be increased using the aforementioned
factors that generally increase self-efficacy when it is low or lacking?
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Table 1
Variability of Determinants

Variability
of Determinants

EXTERNAL

INTERNAL

_______________________________________________________________________________

LOW

Task Attributes

Ability



Interdependence



Knowledge



Resources



Skills

Task Complexity

General Physical Condition

Number of Component parts



Average Fitness Level

Sequential Performance



General Health

Requirements



Skill Variety

Personality

HIGH

Interpersonal Environment



Type A/B



Self-esteem

Performance Strategies



Persuasion



Behavioral



Feedback



Analytical



Models



Psychological

Task Environment

Effort



Distractions



Goals



Risk/Danger



Priorities



Physical/Geographical



Interest

Setting



Affect (mood)
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It is critical to discuss and to understand these critiques before beginning research
in this area. These critiques and conclusions will impact the validity of the study, as well
as the methods used when studying self-efficacy. One can ensure that his or her research
is significant by recognizing the limitations of the construct being studied, as it enables
the researcher to add value to the existing research and to construct new meanings from
new questions and inquiries.
The research on teacher self-efficacy is vast. In fact, “research on teacher selfefficacy dates back to educational studies carried out by the Research and Development
(RAND) corporation, when two questionnaire items were created to investigate teachers’
beliefs in their ability to influence student achievement” (Tschannen-Moran et al., 1998,
as cited in Klassen et al., 2011, p. 22). Shortly after the RAND study, Gibson and Dembo
(1984) extended the research and added questions regarding personal teacher efficacy
(competency beliefs) and general teaching efficacy (teachers’ expectancy beliefs that
their effectiveness is limited by environmental obstacles) (Klassen et al., 2011). It is this
early American research that began the debate over the inclusion or exclusion of external
determinants that influence teacher efficacy. This caused researchers to “adhere to
Bandura’s original conceptualization of self and collective efficacy as beliefs about
capabilities to carry out individual and collective action in the service of a desired
outcome” (Klassen et al., 2011, p. 22). Researchers have had contrasting views regarding
the meaning and measurement of teacher self-efficacy (Tschannen-Moran et al., 1998).
The dialogue has focused on two issues: The first is the theoretical nature of the selfefficacy construct as defined by Bandura (1977, 1997), where “researchers have argued
that self-efficacy is most appropriately measured within context regarding specific
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behaviors” (as cited in Henson, 2001, Pajares, 1996). The second issue is the “construct
validity of scores from the primary instruments purporting to measure teacher selfefficacy, which has been severely questioned” (as cited in Henson, 2001; Coladarci &
Fink, 1995; Guskey & Passaro, 1994). It has also been surmised that teacher self-efficacy
is usually “measured rather globally” (as cited in Henson, 2001, Bandura, 1997). One
example is from a teacher self-efficacy questionnaire in which “teacher’s perceived
ability to positively impact student learning” (Henson, 2001, p. 8) or personal teacher
efficacy (PTE) was measured. The question read: “When I really try, I can get through to
most difficult students” (Henson, 2001, p. 8). When reviewing such questions, Henson
proposed follow-up questions: “How much effort is necessary? How difficult are the
students? Is difficulty related to behavior, motivation, and/or instruction? Are learning
disabilities relevant to the situation?” (Henson, 2001, p. 8). It is evident in this example
that some instruments used to measure self-efficacy are not as comprehensive as they
may be required to be. This is an important critique to keep in mind when researching
teacher self-efficacy as it impacts research findings and validity.
Henson (2001) concluded that “because efficacy judgments refer to one’s ability
to perform successfully in a task, the judgments are contextually based. Assessment of
efficacy without reasonable context specificity may actually be assessment of a different
construct altogether” (p. 8). Other researchers, however, have contrasting views regarding
this topic. Lent and Hackett (1987) “cautioned that specificity and precision may reduce
result generalizability” (as cited in Henson, 2001, p. 8). In response to this belief, Pajares
(1997) wrote:
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Judgments of competence need not be so microscopically operationalized that
their assessment loses all sense of practical utility. Domain specificity should not
be misconstrued as extreme situational specificity, and there is no need to reduce
efficacy assessments to atomistic proportions. (as cited in Henson, 2001, p. 8)
Bandura (1997, p. 13, as cited in Henson, 2001) also argued that “the transfer of
efficacy judgments is possible, and noted that the level of generality of the efficacy items
within a given domain of functioning varies depending on the degree of situational
resemblance and foreseeability of task demands” (p. 8).
To add to the above research findings and critiques, more comprehensive research
on teacher efficacy, critiques and recommendations have been noted and have
implications for this research study. Research spanning more than a decade included 218
empirical articles that were published and examined for key characteristics, which were
used to glean the most important critiques that impact future teacher efficacy research
(Klassen et al., 2011). The overall purpose of this research was to “examine the state of
teacher efficacy research and to investigate how the teacher efficacy research field has
responded to early critiques” (Klassen et al., 2011). Within this literature review for the
research proposal, the information from this comprehensive study was instrumental in
understanding teacher self-efficacy research, framing the study based on the population
that will be researched, and making critical research decisions that will directly impact
this study.
In general, the research in this comprehensive study concluded that there were
increases in the following key characteristics:
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Overall teacher efficacy research (volume).



Methodological diversity.



Domain specificity.



Internationalization.



A focus on collective efficacy.

Areas that have continued to be problematic within teacher efficacy research are “lack of
attention to the sources of teacher efficacy, continued measurement and conceptual
problems, a lack of evidence for the links between teacher efficacy and student outcomes,
and uncertain relevance of teacher efficacy research to educational practice” (Klassen et
al., 2011, p. 21).
In order to provide a robust understanding of the critiques of teacher efficacy over
time, six specific areas have been highlighted in research conducted from 1998-2009.
Those areas are as follows: 1) more diverse methodologies, 2) an investigation of the
sources of teacher efficacy, 3) attention to domain specificity, 4) internationalization of
teacher efficacy research, 5) increased attention on collective efficacy research, and 6) a
resolution of conceptual/measurement problems (Klassen et al., 2011). While none of the
six critical areas focuses on Black teachers and urban environments, it is obvious that
there is a gap in such areas. How does adding the context of being a high-performing
Black teacher within an urban environment align with the areas above? Does the focus on
the needs in the research change based on these dynamics?
More Diverse Methodologies
One of the most important critiques of the research is “a call for more diverse
methodological approaches and, in particular, more qualitative and longitudinal studies
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investigating teacher efficacy” (Klassen et al., 2011, p. 23). It has been noted by
Tschannen-Moran et al. (1998, p. 242) that qualitative teacher efficacy research was
overwhelmingly neglected” (as cited in Klassen et al., 2011, p. 23). Furthermore,
“commentators pointed out the need for more longitudinal studies of teacher efficacy as a
means to shed light on the development and stability of teacher efficacy (Henson, 2002;
Tschannen-Moran et al., 1998, as cited in Klassen et al., 2011, p. 24). In this qualitative
study, I plan to follow the recommendations of those researchers by using a variety of
methods (in-depth semi-structured interviews, document analysis by participants, and
focus groups), which will unpack teacher efficacy beliefs in a manner that they are the
authors of their stories. Particularly, high-performing Black teachers will be given a voice
through this research study. As Black teachers are allowed (through this research study)
to provide insights into their beliefs and influences, teacher efficacy research will become
more diverse and richer—reaching wider audiences through diverse methods and
participants.
Investigation of the Sources of Teacher Efficacy
The sources of teacher efficacy are mastery experience (repeated success),
vicarious experiences (watching others succeed through perseverance), verbal or social
persuasion (specific performance feedback), and physiological and emotional states
(lowering one’s stress level or ensuring the “right” emotional condition when completing
a task) (Bandura, 1997). While these areas have been widely researched by such
researchers as Tschannen-Moran et al. (1998), they also “acknowledged that little is
known about how these sources operate in practice” (as cited in Klassen et al., 2011, p.
24). Being able to clearly articulate the sources of teacher efficacy is critical. “Research
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investigating the sources of teacher efficacy would help explain the process by which
teacher efficacy develops and might lead to insights into how to better enhance the selfand collective-efficacy of teachers” (Klassen et al., 2011, p. 24). I concur with the need to
understand the sources of teacher efficacy. In fact, if teacher efficacy positively
influences student outcomes (Ross, 1992), understanding its origin is dire in closing the
achievement gap between Black students and their counterparts. Again, within this
particular critique, there is no mention of whether or not teacher efficacy is developed in
the same ways for high-performing Black teachers in underperforming urban schools.
Oftentimes in underperforming urban schools, there are few who perform at optimal
levels within their specific disciplines. Therefore, from colleague to colleague, it’s
difficult to find and emulate appropriate high-performing models. This condition can
negate vicarious experiences as sources of teacher efficacy (Darling-Hammond & Post,
2000). Underperforming urban schools may also lag behind in building capacity in
teachers and providing adequate mentors who share (hence their status as
“underperforming”) critical feedback (Darling-Hammond & Post, 2000). If this is the
case, how can Black teachers build their personal efficacy in situations in which they
receive little verbal feedback and/or coaching? Finally, it has been stated that “people
rely partly on their somatic and emotional states in judging capabilities” (Bandura, 1994,
p. 369). This describes their physiological and emotional state—another source of teacher
efficacy. When one’s conditions are less than favorable, this can impact one’s mood.
Urban schools are challenging in that they present a myriad of obstacles in teaching—
high-need diverse populations, bureaucracy, and lack of resources (Weiner, 2006). These
characteristics can have adverse effects on teachers in those settings. Do those teachers
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who not only remain in these settings, but also excel credit physiological and emotional
states as a source of self-efficacy? Are these teachers able to maintain a positive
emotional outlook that results in academic achievement and growth for students? If so,
how? Why? The critiques do not discuss these questions; however, they are burning
inquiries that can help construct new meanings from data that has not yet been collected
in this way.
Attention to Domain Specificity
In this research, it appears that “striking the right balance between domain
specificity and practical usefulness” is difficult. Klassen et al. (2011) note that “selfefficacy measures are most predictive of future behaviors when measures are narrowly
defined, but they lost generalizability to other settings as specificity increases” (p. 24).
For the purposes of this study, the domains and environments are quite specific. Highperforming Black teachers’ (in underperforming environments) self-efficacy beliefs will
be the focus of this study. While their environment (underperforming elementary school
settings) is quite specific, the research methods will afford both the researcher and the
participants an opportunity to share the specific contexts that exists within the research
environment, since those details may impact how they negotiate their personal selfefficacy beliefs.
Internationalization of Teacher Efficacy Research
Teacher efficacy research gained its start in the United States, and those who
conducted it included American researchers who studied American populations (Klassen
et al., 2011). Now, there is a “call to explore teacher efficacy in wider variety of cultural
and national settings” (Arnett, 2007, as cited in Klassen et al., 2011, p. 25). It is believed
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that “exploring teacher motivation in diverse settings is informative because teaching
practices and conditions show considerable variation within and across countries, and
variations in teaching environments and teaching practices may influence teachers’
beliefs about their roles and responsibilities” (Ho & Hau, 2004, as cited in Klassen et al.,
2011, p. 25). Other notable researchers, such as Pajares (2007) believed that research on
teacher efficacy needed to be, 1) “culturally attentive research in educational psychology
that examines human functioning in social and cultural context, 2) should regularly
include samples from diverse social and cultural groups, and 3) should also attend to the
complex relationships between cultural background, social class, and motivation beliefs”
(as cited in Klassen et al., 2011, p. 25).
I found this critique to be supportive of my main research question. As I am
seeking to understand how high-performing Black teachers negotiate their self-efficacy
beliefs in underperforming schools, I will carefully take into consideration the cultural
backgrounds as well as the “complex relationships between culture and social class and
motivation beliefs” (Pajares, 2007, as cited in Klassen et al., 2011, p. 25) of the teachers
and schools. I will also seek to understand how that culture has impacted their beliefs as
high-performing Black teachers. This will be accomplished through in-depth semistructured interviews and other methods that allow Black teachers to tell of their
influences, realizations, and “turning points”—both internal and external determinants—
that contributed to the development of their self-efficacy. I believe this to be imperative if
this research is to be later be used to construct new ways of closing the achievement gaps
between Black students and others in underperforming schools. Allowing teachers to be
transparent as they describe their beliefs, how those beliefs came to be, and how those
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beliefs influence their practices as high-performing teachers will afford us the
opportunity to better understand how Black teachers positively impact student
achievement and growth.
Increased Attention on Collective Teacher Efficacy Research
Research states that,
Although Bandura stressed that the self-efficacy beliefs people hold pay an
important role in their functioning, he recognized that individuals do not work as
social isolates and that people form beliefs about the collective capabilities of the
group(s) to which they belong. (as cited in Klassen et al., 2011, p. 23)
Bandura (1997) defined collective efficacy as “a group’s shared beliefs in its conjoint
capabilities to organize and execute course of action required to produce given levels of
attainments” (as cited in Klassen et al., p. 23). Teachers may have strong beliefs about
their capabilities as instructors (hence the teachers in this study being high-performing
despite their schools being underperforming). How are these teachers able to maintain
such beliefs in such schools (underperforming)? Will collective self-efficacy emerge as a
factor at all in this research study for teachers operating in those environments? “Studies
have shown that teachers’ collective efficacy is significantly related to student
achievement and academic climate, even after controlling for prior student achievement
and key demographic characteristics such as socioeconomic status” (e.g. Bandura, 1993;
Goddard, 2002, as cited in Klassen et al., 2011, p. 23). I wonder whether this statement
holds true after the data is analyzed in this particular research study. Furthermore, it is
hypothesized that “the collective efficacy beliefs of teachers are nourished by the sources
believed to influence personal efficacy beliefs—past experience, vicarious experience,

65

verbal persuasion, and group-level emotional arousal” (e.g. Goddard & Goodard, 2001,
as cited in Klassen et al., 2011, p. 23).
In summary, teachers may fail individually, but the beliefs and affirmations of
colleagues may support their ability to move forward towards accomplishing their goals
and working through the challenges that exists (Klassen et al.,, 2011). This research is
compelling. However, my research is proposing a study that includes a very different
dynamic—possibly the absence of collective efficacy. In a school where there are very
few high-performing teachers (and the school is considered to be underperforming), it
might appear that collective efficacy cannot be supported, developed, or nurtured. This
can be attributed to the lack of teachers who demonstrate the competence needed to be
successful in urban environments (Darling-Hammond & Post, 2000). The research
findings of this proposal may unlock even more understanding of teachers’ personal selfefficacy beliefs, how they are formed, and how they are negotiated given the research
about collective teacher efficacy.
Resolution of Conceptual/Measurement Problems
There are concerns with the construct of measuring self-efficacy that make its
measurement challenging. At the forefront of this challenge is distinguishing between
self-efficacy and other constructs, including self-concept and self-esteem (Klassen et al.,
2011). In fact, “due to historical problems with teacher efficacy measures, greater
attention to the congruence of measurement with the theory has been demanded” (e.g.,
Goddard et al., 2004a, 2004b; Henson, 2002; Tschannen-Moran et al., 1998, as cited in
Klassen et al., 2011, p. 25). Researchers have distinguished that “whereas beliefs about
self-efficacy reflect judgments of capability, beliefs about self-concept refer to beliefs
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about current ability and beliefs about self-esteem reflect self-worth” (Bandura, 1997, as
cited in Klassen et al., 2011, p. 26). I think this critique is vital as it directly impacts the
validity of one’s research results.
Validity directly impacts the future next steps and possible considerations
stemming from the research findings. To avoid such concerns, researchers have offered
the following suggestion: “Phrase self-efficacy (or collective self-efficacy) items with
phrasing reflecting forward-looking capability and specifically word items in terms of
can rather than will” (Bong, 2006, as cited in Klassen et al., 2011, p. 26). An example
question is “How confident are you that you can carry out x task?” (Bong, 2006, as cited
in Klassen et al., 2011, p. 26). In the research study being conducted on high-performing
Black teachers in underperforming urban schools, I plan to heed the key learnings of
previous researchers by: 1) following the guidelines used for constructing self-efficacy
interview/survey questions and 2) soliciting/using participants who have a previously
developed understanding of self-efficacy. This will strengthen the validity of the study
and protect the integrity of the research by alleviating the confusion that can occur
between constructs (self-efficacy/self-concept/self-esteem), and ensure that participants
have a prior working knowledge base for the construct being studied—self-efficacy.
More information on specific methods for the study will be described in Chapter 3, the
Methodology chapter.
Measuring Self-Efficacy
Both definitions—efficacy and teacher self-efficacy—are grounded in the belief
in one’s capabilities to effect positive change. Studying self-efficacy is important for a
variety of reasons. One reason is its relationship to and impact on student outcomes
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(Akbari & Tavassoli, 2014). The research indicates that teacher efficacy is among the
characteristics of effective teachers (Bandura, 1997), “positively influencing their
efficacy in planning and organization, their enthusiasm towards new ideas, as well as
teachers’ teaching behaviors” (Tschannen-Moran et al., 1998, as cited in Akbari &
Tavassoli, 2014, p. 28). On the contrary, Bandura (1997) also asserted that teachers with
low self-efficacy have an impact as well. These teachers “have problems managing their
classrooms, feel stressed, are pessimistic, and focus on the subject matter instead of
students’ development” (Bandura, 1997, as cited in Akbari & Tavassoli, 2014, p. 29).
There have been many attempts to capture teachers’ self-efficacy beliefs because
it is a major factor affecting students’ success. However, Bandura (2005) wrote that
“there is no all-purpose measure of self-efficacy. The ‘one-measure-fits-all’ approach
usually has limited explanatory and predictive value because most of the items in an allpurpose test may have little or no relevance to the domain of functioning” (p. 307). He
also argued that:
In an effort to serve all purposes, items in such a measure are usually cast in
general terms divorced from the situational demands and circumstances. Scales of
self-efficacy must be tailored to the particular domain of functioning that is the
object of interest. (Bandura, 2005, p. 308)
Many of these instruments have been developed with the framework of Albert
Bandura in mind (Akbari & Tavassoli, 2014). Below are some of the most popular
instruments in use today:
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Rand measure. Research and Development Corporation was the first to measure
teacher efficacy in 1976 (Armor et al., 1976). Two items were developed, including a 5point Likert scale to examine teachers’ efficacy beliefs and a questionnaire.
Webb Efficacy Scale. The Webb Efficacy Scale (Ashton & Webb, 1982) was
developed based on Rotter’s locus of control to expand the Rand Measure and to increase
reliability.
Ashton Efficacy Vignettes. Ashton et al. (1982) developed a 15-Likert-item,
scenario-based teacher efficacy instrument in which teachers were asked to determine
their degree of effectiveness in handling different situations (Ashton et al., 1982;
Tschannen-Moran & Woolfolk Hoy, 2001).
Teacher Efficacy Scale. This scale was developed by Gibson and Dembo (1984).
The teacher efficacy scale included 30 Likert-scale items. This scale measured personal
and general teaching efficacies (Gibson & Dembo, 1984).
Ohio State Teacher Efficacy Scale. Tschannen-Moran and Woolfolk-Hoy
(2001) developed a 24-Likert-type teacher efficacy instrument based on a multidimensional model of teacher efficacy developed by Tschannen-Moran et al. (1998). The
measure is composed of three factors: instructional strategies, classroom management,
and student engagement (as cited in Akbari & Tavassoli, 2014, p. 30).
Those are the major teacher efficacy scales that have been developed by
researchers to measure teacher efficacy. Although each one is unique, they appear to
build on one another through various characteristics (area measured, type of scale used,
and theoretical framework).
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Constructing a Self-Efficacy Measurement Tool
When constructing a self-efficacy measurement tool, Bandura (2005) suggested
the following guidelines: content validity, domain specification and conceptual analysis
of self-efficacy multi-causality, gradations of challenge, and the response scale.
Content validity. Content validity refers to the tool items properly representing
the construct of efficacy. “Efficacy items should accurately reflect the construct because
self-efficacy is concerned with perceived capability” (Bandura, 2005, p. 308).
Furthermore, “the items should be phrased in terms of can do rather than will do. Can is a
judgment of capability; will is a statement of intention” (Bandura, 2005, p. 308).
Domain specification and conceptual analysis of self-efficacy multi-causality.
The focus of domain specification and conceptual analysis of self-efficacy multi-causality
relates to knowing “which aspects of the personal efficacy should be measured in regards
to the activity” (Bandura, 2005, p. 310). An example of this is self-efficacy measure of
weight loss. Weight loss involves what individuals eat, their exercise regime, the calories
burned, and genetic factors. Therefore, an appropriate self-efficacy scale would focus on
the behavioral aspects of weight loss. The scale would measure what the individual can
control (Bandura, 2005, p. 310).
Gradation of challenge. In thinking about gradation of challenge, consider the
importance of “measuring self-efficacy against the levels of task demands that represent
gradations of challenges or impediments to successful performance” (Bandura, 2005, p.
311). In addition, “self-efficacy appraisals reflect the level of difficulty individuals
believe they can surmount” (Bandura, 2005, p. 311).
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Response scale. Finally, the response scale should also be given serious
consideration. “In the standard methodology for measuring self-efficacy beliefs,
individuals are presented with items portraying different levels of task demands, and they
rate the strength of their belief in their ability to execute the requisite activities”
(Bandura, 2005, 312). It is also important to add that “self-efficacy scales are unipolar,
ranging from 0 to a maximum strength and they do not include negative numbers”
(Bandura, 2005, p. 312). “A judgment of complete incapability (0) has no lower
gradations; bipolar scales with negative gradations below the zero point that one cannot
perform a given level of activity do not make sense” (Bandura, 2005, p. 312).
In developing such a scale, Akbari and Tavassoli (2014) outline the following steps:


Decide on a theoretical framework or model for which the tool is grounded



Determine the method that will allow for the most specificity within the object
of study (types of questions—open-ended, scenario-based, etc.)



Construct the instrument using the categories of questions that relate to the
object of study (Akbari & Tavassoli, 2014, pp. 31-32).

By using these guidelines, one should be able to measure self-efficacy of individuals in
the context being studied. Additionally, following these guidelines can increase validity
and results by participants.
Research on Self-Efficacy: What are the Findings?
As mentioned earlier, there are specific ways in which one measures self-efficacy.
Within the context of teaching, this data can be used to plan professional development
opportunities for pre-service teachers, to make recommendations for education
departments in colleges and universities, or to inform best practices in k-12 schools.
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Earlier, it was stated in reviewing teacher self-efficacy research of more than a decade
that there should be increases in the following areas: diversity of methodologies, domain
specificity, internationalization, and a focus on collective efficacy. Generally, selfefficacy has been studied through quantitative studies (167 quantitative methods vs. 19
qualitative studies) from 1998-2009. Of the many teacher self-efficacy studies conducted,
“only seven studies offered empirical explorations of the sources of teacher self-efficacy”
(Klassen et al., 2011). In terms of the domains of teacher self-efficacy studied, most of
the studies (93%) studied teacher self-efficacy and the remaining 7% focused on
collective teacher efficacy. Most of the 218 studies (60%) in question focused on general
self-efficacy, with 15% being focused on self-efficacy in science. Other studies (smaller
in proportion) focused on self-efficacy in teaching with technology (8%), teaching
language and literacy (2%), and teaching math (4%). Finally, the sample characteristics
of the 218 studies included at least 24% of the teachers being from the elementary level,
15% being from high school, and only 6% of the studies representing teachers from
middle school level. Majority of the studies included participants from North America
(57%) (Klassen et al., 2011).
These statistics of teacher self-efficacy studies provide a general overview of the
research which informs the research methods, populations, and the next steps of this
research study proposal. It is quite interesting that the many years of research that have
been included so not speak to the lack of diversity of high-performing Black teachers in
underperforming urban school settings. I think this topic provides depth to the research
and fills a gap that can add richness to the studies that will be conducted over the next 1020 years on teacher self-efficacy.
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Table 2 details various teacher self-efficacy studies over the last few years. The
table includes the research questions/purpose of the studies, the type of study, the
methods used, and the overall conclusions found in the research.
These studies represent a few of the major studies conducted regarding teacher
self-efficacy over time. These studies are highlighted to show diversity in the
methodologies used and the focus areas of teacher efficacy research. These studies also
represent the gap that exists in teacher efficacy research as regards high-performing
Black teachers in underperforming urban schools. This research serves to fulfill that gap
by allowing Black teachers to share their unrepresented perspectives of how they have
developed self-efficacy and how they negotiate those self-efficacy beliefs to achieve
student achievement results.
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Table 2
Overview of Key Self-Efficacy Research

Research Questions

Type of Study

Methods

Conclusions

_____________________________________________________________________________________
Study #1
 What is the nature of
pre-service teachers’
culturally-responsive
teacher self-efficacy
beliefs (CRTSE)?

Quantitative/
Qualitative

Mixed
Methods:
Surveys
Interviews



Pre-service teachers were more
confident in their ability in
many of the more general
teaching practices that may not
require the integration of
students’ cultural and linguistic
backgrounds.

Study #2
 What is the
difference in the
level of self-efficacy
between male and
female teachers?

Quantitative

Survey: 30
iteminstrument
(Bandura)



One’s gender, level of teaching
and total job experience affects
the self-efficacy of teachers.
Female teachers have higher
self-efficacy than males on 1)
efficacy to influence decisionmaking, 2) efficacy to enlist
parental involvement, and 3)
efficacy to enlist community
involvement.

Study #3
 How does selfefficacy impact
teacher burnout?

Quantitative

Structuralequation
modeling



Teachers’ self-efficacy had a
longitudinal effect on the
depersonalization aspect of
burnout and a synchronous
effect on emotional exhaustion.

Study #4
 How does teacher selfefficacy change over
time (pre-service to year
3 of teaching)?

Quantitative

Survey
(Teachers’
Sense of Selfefficacy)



Teachers’ sense of selfefficacy increased from preservice to year 1, but
significantly declined
afterwards.

Study #5
 What are the sources of
teacher self-efficacy for
ten elementary
teachers?

Qualitative

Talk-aloud
procedure



There are differences in how
veteran teachers and new
teachers interpret successful
past experiences/Veteran and
new teachers use different
types of criteria for judging
past experiences.
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Literature Review Conclusion
There is much to be learned when juxtaposing Black teachers, urban schools,
performance, and the construct of self-efficacy. The literature is robust and, thus far, has
provided more than enough knowledge to change the trajectory of Black students so that
they become viable competition for their counterparts.
Self-efficacy, the construct of focus in this research, was defined and thoroughly
reviewed and critiqued. Based on the research findings, it emerged that as highperforming Black teachers are inserted into the fold of the research, the tenets of selfefficacy (the way in which it is generally studied, the sources of self-efficacy) may not
continue to hold true what remains to be seen. This research revealed the true importance
of considering the contextual make-up and nature of participants and their environments
as research is conducted. In this research—much like any qualitative research—I must
always think about and understand that context matters.
While studying Black teachers, several themes emerged, namely: determination,
ingenuity, and perseverance. Particularly in the historical trace of the Black teacher,
starting from slavery, these themes were illuminated brightly.
Determination. Determination was exhibited by the slaves’ willingness to learn
to read despite the detriment and danger it presented (Cornelius, 1991). While it was
against the law to learn to read, Blacks demonstrated a high level of determination by
forging head—no matter the cost of educating themselves and to be educated by those
who were willing. Cornelius (1991) wrote the account of one former slave: “We did not
learn to read nor to write, as it was against the law for any person to teach a slave to read;
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and any slave caught writing suffered the penalty of having his forefinger cut from his
right hand; yet there were some who could read and write” (p. 62). The slaves knew that
if they learned to read and to write, this would provide them with the edge they needed to
seek out and to obtain the freedom they desperately believed they deserved (Cornelius,
1991).
Ingenuity. Ingenuity surfaced as Jim Crow teachers taught more with less and
produced future teachers, doctors, and preachers who were just as qualified if not more so
than Whites (Bourdieu, 1984). During Jim Crow, teachers knew that they did not (and
never would) have the same resources that White teachers had. They taught the child—no
matter what level they entered in school. They gave them the necessary exposure they
needed to be successful in formal school (knowing that many of them were straight from
farming and sharecropping) and held them to high expectations in learning (Foster,
1997). Black teachers—in some cases—built the schools they needed and developed the
resources they didn’t have (Foster, 1997). These are just a few of the examples of
ingenuity exhibited by Black teachers.
Perseverance. Finally, perseverance materialized as Black teachers, while being
marginalized by Whites during integration, continued to use the culture of Black students
as an asset rather than a liability in teaching. They continued to uplift the race and to
demand the highest of expectations for Black students (Ladson-Billings, 1994).
Culturally responsive teaching enforces the use of Black children’s culture as an asset in
teaching, rather than a liability. In such classrooms, teachers make connections to
students’ neighborhoods and culture (the way they live, the dynamics of their families) to
the traditional content found in most schools (Ladson-Billings, 1995). Teachers who use
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culturally responsive teaching practices have a belief in their students and believe that it
is their responsibility to see them succeed by any means necessary (Ladson-Billings,
1995).
It matters to study Black teacher’s efficacy because our students’ academic
futures rest in this knowledge. We must also learn about the self-efficacy of these high
performing teachers because these stories are often untold. It also matters to conduct this
research because Black teachers—historically—have always possessed the ability to
achieve “in spite of” or “despite” the obstacles within society.
It is a fact that Black teachers have always had to deal with scarcity and lack. This
was the case during slavery and segregation, and in the current state of many schools in
which many work, lack is still the case. As cited in Kelly (2009), Tsui (2003) made an
excellent assertion about the self-efficacy of the Black teacher. Consider how these ideals
of personal belief have been actualized throughout history:
In the contemporary United States, urban teachers must craft their own situated
pedagogies in which students and their home cultures are affirmed. More
importantly, all students must leave classrooms with educational capital as a
precondition for accessing and exchanging various forms of capital in spite of the
complex inequalities that they were born into. (p. 347)
Black teachers have proven their ability to develop new situated pedagogies for
the benefit of the Black student. “Black teachers are more than mere role models. They
are text themselves inundated with life experiences and histories of racism, sexism, and
oppression, along with strength, perseverance, and success” (Milner, 2006, p. 92). Clearly
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understanding their self-efficacy and how they negotiate those beliefs can change the
discourse that exists and will gross powerful dividends for generations to come.
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Chapter 3: Methodology
Introduction
In the review of literature in the previous chapter, the argument was made that
determining how Black teachers’ negotiate their self-efficacy beliefs is important as it has
implications for closing the achievement gap that exists among Black students and their
counterparts. This present study is also important because it provides a voice for those
often silenced within White America. In this critical race study, the focus is on he selfefficacy beliefs of high-performing Black teachers in underperforming urban schools.
The terms “high-performing” and “underperforming” were defined in the previous
chapter. This study afforded me the opportunity to conduct research using various
research methods that not only align to the epistemology (constructionism), but also to
the theoretical perspective (critical race theory). These methods include conducting a
focus group of 8-10 teachers, in-depth semi-structured interviews, and storytelling. To
support the research process, note-taking was also be employed.
The study unfolded in two phases. Phase 1 included focus group meetings while
Phase 2 included semi-structured interviews and storytelling. Three participants from
Phase 1 were invited to participate in Phase 2 (using pre-determined criteria). The
interviews involving these three teachers included the use of student artifacts (work
samples) as a part of the interview process. In Phase 2, the three participants were
interviewed three times for approximately one-hour per interview. Within these three
interviews, Siedman’s (2006) three-interview series format guided the process of
understanding how self-efficacy beliefs are negotiated. Siedman stated:
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The first interview establishes the context of the participants’ experience. The
second allows the participants to reconstruct the details of their experience within
the context in which it occurs, and the third encourages the participants to reflect
on the meaning their experience holds for them. (p. 17)
Storytelling was also used in this study. The aforementioned research methods
ensured that there was thorough exploration of the research questions, and also afforded
me the opportunity to collect robust data related to the study. This chapter includes
theoretical perspectives on the research methods for this study, specific details regarding
the research methods deployed, and a description of participant recruitment. This chapter
also includes information on confidentiality, trustworthiness, and site selection. Finally, I
discuss how the data was analyzed, interpreted, and how it will be represented upon the
completion of the study.
Theoretical Perspectives
Epistemology: constructionism. In this study, the epistemological stance of
constructionism provided me with a way to explore the following research questions:


How do high-performing Black teachers in underperforming schools negotiate
self-efficacy?



What are the personal self-efficacy practices used by effective Black teachers
in underperforming urban school settings?



How do these teachers adapt the concept of self-efficacy in their practices?



How are these practices distinguished in urban underperforming schools?

Crotty (1998) explained that “within the constructionist epistemological stance,
meaning is not discovered, but constructed” (p. 42). Since I wanted to construct or build
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meaning through interaction with subjects (high-performing Black teachers); by using
narrative inquiry and critical race theory, this epistemology supported my research
questions and goals. I am intrigued that “meaning is not discovered” (Crotty, 1998, p.
42), and appreciate that within constructionism, “we construct meaning because we have
something to work with” (p. 44). It is my belief that the teachers I wanted to study had
much to offer and the study provided me an opportunity to construct or to build a more
in-depth framework of their collective practices. It also affords them the opportunity to
tell their unique stories that are invaluable in education and to the larger society.
Critical race theory. The theoretical lens by which I reviewed this research is
called critical race theory. One of the main purposes of critical race theory is to “critique
liberalism and to argue that Whites have been the primary beneficiaries of civil rights
legislation” (Ladson-Billings, 1998, p. 12). Critical race theory originated from the fight
of law students as they combatted institutionalized racism. Ford (2010) explained that
“critical race theory challenges widely held but erroneous beliefs that race consciousness
is synonymous with ‘racism’ and that ‘colorblindness’ is synonymous with the absence of
racism” (p. 89). In keeping with the tenet that “racism is normal in American society”
(Ladson-Billings, 1998), we cannot escape discussion about race. Ladson-Billings stated
that “Since it is inherent, we must acknowledge it” (p. 89). Critical race theory provides a
more “expansive view” and allows counter-stories to be told by teachers who are
exceptional even when presented with what may seem like insurmountable obstacles
(e.g., poverty, lack of parental involvement, unfavorable living conditions, and
underserved communities).
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Within this research, it is important to have a deep understanding of the definition
of critical race theory and how it will be used in this study. Initially, critical race theory
was developed from critical theory. Critical theory seeks to “identify, analyze, and
transform those structural and cultural aspects of society that maintain the subordination
of and marginalization of People of Color” (Fay, 1987; Tierney, 1991, 1993, as cited in
Solorzano, 1997, p. 6). Similarly, critical race theory also focuses on marginalized groups
of people. Matsuda (1991) defines critical race theory as:
The work of progressive legal scholars of color who are attempting to develop a
jurisprudence that accounts for the role of racism in American law and the work
toward the elimination of racism as part of a larger goal of eliminating all forms
of subordination. (as cited in Solorzano, 1997, p. 6)
Ladson-Billings (1998) wrote that “one tent of critical race theory is the postulation that
race and racism are endemic, pervasive, widespread, and ingrained in society and thus in
education” (as cited in Milner, 2007, p. 390). Ladson-Billings (1998) also wrote that
“from a critical race theory perspective, race and racism are so ingrained in the fabric of
society that they become normalized” (as cited in Milner, 2007, p. 390). Furthermore,
“individuals may find it difficult to even recognize the salience, permanence, effects, and
outcomes of racism because race and racism are so deeply rooted and embedded in our
ways and systems of knowing and experiencing life” (Milner, 2007, p. 390). While this
theory did originate from critical legal studies, it has expanded to other disciplines,
including education (DeCuir & Dixson, 2004). Solorzano (1997) wrote that “there are
five themes that form its basic perspectives, research methods, and pedagogy which
include 1) the centrality and intersectionality of race and racism, 2) the challenge to
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dominant ideology, 3) the commitment to social justice, 4) the centrality of experiential
knowledge, and 5) the interdisciplinary perspective” (p. 6). Each theme appears to build
on one another, creating a cohesive framework for understanding the tenets of this theory
and how it unfolds within research.
The centrality of and intersectionality of race and racism. The centrality of
and intersectionality of race and racism contends that “critical race theory starts from the
premise that race and racism are endemic and permanent” (Solorzano, 1997, p. 6)
Margaret Russell (1992) wrote that race and racism are “a central rather than marginal
factor in defining and explaining individual experiences of the law” (pp. 762-763, as
cited in Solorzano, 1997, p. 6). Intersectionality can be described as a concept that
acknowledges the intersection of race and gender for the purposes of challenging the
assumption that these two characteristics can be separated. Furthermore, just as race and
gender are explored within this concept, it should be expanded to include other issues
such as class, sexual orientation, age, and color (Crenshaw, 1991).
For the purposes of this study, intersectionality was examined in relation to two
major focus areas—race and class. I chose to focus on both race and class because the
subjects (teachers) are Black in race and so are the students they serve. Furthermore, this
study took take place in underperforming schools that also serve children living in
poverty. The socio-economic status of the students impacts social class within our
society. As primary tenants, critical race theorists are diligent in the consideration of race
and class as the basis for oppression and understand that class oppression cannot solely
be credited for racial dominance (Barnes, 1990).
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The challenge to dominant ideology. The second theme found in critical race
theory is the challenge to dominant ideology. Here, ideology is defined as “a set of
beliefs that explains or justifies some actual or potential social arrangement” (Solorzano,
1997, p. 8). In this theme, critical race theorists believe that notions of:
… objectivity, meritocracy, color-blindness, race neutrality, and equal opportunity
are a camouflage for self-interest, power, and privilege of dominant groups in U.
S. society (Calmore, 1992). It is under this theme that researchers find that
“counter-storytelling has been an essential feature of educational research.
(DeCuir & Dixson, 2004, p. 27)
Delgado and Stefancic (2001) define counter-storytelling as “a method of telling a story
that aims to cast doubt on the validity of accepted premises or myths, especially ones held
by the majority” (p. 27). The storytelling method is essential within this theory as it not
only challenges dominant and/or privileged discourses, but it also seeks to give voice to
those who are underrepresented and marginalized within a society (DeCuir & Dixson,
2004). Counter-storytelling “helps us understand what life is like for others, and invites
the reader into a new and unfamiliar world” (Delgado & Stefancic, 2001, p. 41). Since
exceptionally effective Black teachers are the focus of this study, this research represents
a counter-narrative account of education at its best within urban school settings. Earlier,
data was shared about the low levels of achievement, but in this study, I also focused on
high academic achievement despite the social challenges that teachers face.
Commitment to social justice. Another important theme found within critical
race theory is the commitment to social justice. In short, the foundation of critical race
theory is to eradicate social injustice and racism (Solorzano, 1997). Matsuda (1991) also
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adds that other differences such as gender, class, and sexual orientation should not be
subordinated and are therefore a part of the overall goals of critical race theory as well.
The centrality of experiential knowledge. In addition to the aforementioned
concepts that formulate critical race theory lies the notion of the centrality of experiential
knowledge, which is how the lived experiences of those who have been subordinated and
under the power of the dominant race are valued. These stories are important because
they afford researchers and their varied audiences an opportunity to develop a deep
understanding of race and racism (Solorzano, 1997). Here, one must see the connection
between the purpose of critical race theory and the methods by which those purposes are
accomplished. Bell (1987), Delgado (1989), and Olivas (1990) all “include storytelling,
family history, biographies, scenarios, parables, chronicles, and narratives as important
methods to use within research grounded in critical race theory” (as cited in Solorzano,
1997, p. 7). Narrative inquiry will be the methodology used in this study.
The interdisciplinary perspective. Finally, the last theme found in the study of
critical race theory is the interdisciplinary perspective. Solorzano (1997) noted that
“Critical race theory challenges ahistoricism and the undisciplinary focus of most
analyses and insists on analyzing race and racism in the law by placing them in a
historical and contemporary context” (p. 7). By doing so, race and racism will always be
at the forefront of any research. Given that one of the main purposes of critical race
theory is to emancipate, this commitment to focus on race encourages the necessary
discourse for positive change. To demonstrate a deeper connection between critical race
theory and the discipline of education, Matsuda (1991) wrote that educators should focus
on the development of a “pedagogy, curriculum, and research agenda” (as cited in
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Solorzano, 1997, p. 7) that will illuminate the understanding that racism does exist in
American education and the goal to not only eradicate its presence, but also all
subordination that exists. In this research, various components of these five themes will
be discussed to connect critical race theory to the study of self-efficacy in highperforming (effective) Black teachers.
Methodology and Research Design
This study is grounded in critical race theory. By design, critical race theory has
investigated the possibility of transforming the relationship between law and racial
power, and more broadly, pursues a project of achieving racial emancipation and antisubordination (Gotanda, et al., 1995). The methodology best aligned with this research is
narrative inquiry. The focus of narrative inquiry is on stories told by individuals
(Polkinghorne, 1995). Chase (2005) wrote that “contemporary narrative inquiry can be
characterized as an amalgam of interdisciplinary analytic lenses, diverse disciplinary
approaches, and both traditional and innovative methods—all revolving around an
interest in biological particulars as narrated by the one who lives them” (p. 651). Within
this study, the stories told were critical in crafting a comprehensive perspective through
personal accounts and stories—especially in relation to educating Black students in
underperforming urban schools.
As cited in Ligget (2013), critical race theory also employs storytelling as a way
to “analyze the myths, presuppositions, and received wisdoms that make up the common
culture about race that invariably render Blacks and other minorities one-down”
(Delgado, 1995, p. xiv). In addition, Ladson-Billings (1998) noted that the primary
reason why stories or narratives are deemed important is because they add necessary
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contextual contours to the seeming objectivity of positivist perspectives. The narrative
inquiry approach allowed me to develop understanding through context and authenticity
of people’s lived experiences. In this study, stories were shared by three high-performing
Black teachers in underperforming schools. The context in which their experiences take
place provided insight for future learning about this topic.
At the beginning of this chapter, I explained several major critical race theory
tenets. As it relates to narrative inquiry, the centrality of experiential knowledge values
the “Person of Color’s lived experiences, includes such methods as storytelling, family
history, biographies, scenarios, parables, chronicles, and narratives” (Bell, 1987, as cited
in Solarzano, 1997, p. 7). This tenet, in particular, supports the use of narrative inquiry as
a methodology for this study. Many researchers have noted the importance of narratives
in critical race theory. One example is from Lopez (2007) who wrote that, in education,
the centrality of narratives and counter-narratives, or stories told by ‘people of color’ is
important. This research focused on Black teachers in urban schools with Black students.
Therefore, in order to capture the genuine, personal truths, and depth of their lived
experiences, narrative inquiry must be the central methodology. To further the validity of
this point, consider Milner (2007) who wrote:
From critical race theory perspectives, knowledge can and should be generated
through the narratives and counter-narratives that emerge from and with people of
color. Critical race theorists argue that narratives and counter-narratives should be
captured by the researcher, experienced by the research participants, and told by
people of color. Critical race theorists’ advancement of the narrative and counternarrative centralizes race for the knower and for the known. In other words, race
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and racism are placed at the center of the narrative and counter-narrative in
critical race theory. (p. 391)
Another reason for use of this methodology is because “stories also provide the
necessary context for understanding, feeling, and interpreting. The ahistorical and
acontextual nature of much law and other ‘science’ renders the voices of dispossessed
and marginalized group members mute” (Ladson-Billings, 1998, p. 13). Understanding
teachers’ personal self-efficacy beliefs and how those beliefs are negotiated requires a
deep level of engagement and conversation, where the researcher is encouraged to listen
for the purpose of learning. The teachers’ stories and narratives provided the context for
their beliefs and framing for sharing what emerges from this study. The voices of those
studied in this research matter. Authors Ladson-Billings and Tate (1995) explained that
“a theme of ‘naming one’s own reality’ or ‘voice’ is entrenched in the work of critical
race theorists” (p. 57).
Furthermore, it is not only important to tell stories of people of color, but it is
critical to continue the quest for eradication of subordinate groups of people. One way to
do this is through the use of voice in research. Dixson and Rousseau (2005) described the
importance of voice and narrative by stating that “voice concerns the assertion and
acknowledgement of the importance of the personal and community experiences of
people of color as sources of knowledge” (as cited in Milner, 2007, p. 391). Similarly,
Ladson-Billings (1998) wrote that “the use of voice or ‘naming your reality’ is a way that
critical race theory links form and substance in scholarship” (p. 391).
Specifically, I used an analysis of narratives, which means “using paradigm
thinking to create descriptions of themes that hold across stories or taxonomies of types
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of stories” (Creswell, 2007, p. 54). Within the narratives, personal experience stories,
which are “a narrative study of an individual’s personal experience found in single or
multiple episodes, private situations, or communal folklore” (Denzin, 1989a, as cited in
Creswell, 2007, p. 55), were employed.
The connection of the theoretical perspective, critical race theory, and the
methodology, narrative inquiry, align well as I sought to “challenge the dominant
discourse” (Solorzano, 1997, p. 6) while the methodology provided the underlying
rationale for the methods used within the study. Both qualitative research components
complement each other well and helped fulfill the purpose of this study.
Methods
Focus groups. A focus group of 8-10 participants was used to gain more insight
into the subject matter, and to aid in the final selection of participants who became a part
of the second phase of the research (semi-structured interviews and storytelling).
Marshall and Rossman (2006) stated that “The method of interviewing participants in
focus groups comes largely from marketing research, but has been widely adapted to
include social science and applied research” (p. 114). In general, the participants have no
social connections and are participating because they share common characteristics
needed for the study (Marshall & Rossman, 2006). During this group setting, the
interviewer has a responsibility to ensure that the environment is conducive to collecting
rich data from the participants. According to Marshall and Rossman (2006), “the
interviewer must create a supportive environment, asking focused questions to encourage
discussion and the expression of differing opinions and points of view” (p. 114). During
this focus group, general questions (which were grounded in the research questions) were
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posed to participants regarding their personal self-efficacy beliefs, how those beliefs are
formed, and how those beliefs impact student achievement in their classrooms. A sample
question posed to the group included: “Tell me how your self-efficacy beliefs impact
your teaching practices,” and “How would you connect your self-efficacy beliefs to the
student achievement you have attained?” These questions ensured that, as the researcher,
I am able to start the process of constructing meaning through my interactions using an
authentic experience (the focus group). In using this method, “it is assumed that an
individual’s opinions do not form in a vacuum: People often need to listen to others’
opinions and understandings to form their own” (Marshall & Rossman, 2006, p. 114).
During this phase of the interview, it was assumed that participants would share some
commonalities as well as some differences in their opinions as they are engaged in the
interview on self-efficacy. My sole purpose was to listen to learn with the hopes of
understanding the participants and their perspectives as it relates to the study
During this interview, I asked participants three types of focus group questions
categorized as engagement questions, exploration questions, and exit questions (Eliot &
Associates, 2005). Engagement questions introduce participants to and make them
comfortable with the topic of discussion, exploration questions delve into the essence of
the topic, and exit questions ensure that the process was thorough without missing
important points or perspectives. While engagement questions seek to introduce
participants to the topic, it is important to note part of the criteria for participation in this
study includes a general knowledge of self-efficacy, which is the topic of the study. To
ensure that the group has an adequate number of participants, I used the method of overinviting “in anticipation of a no-show rate of 10 to 20 percent” (Eliot & Associates,
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2005). A total of 12 participants were invited to Phase 1, the focus group meeting.
While this was a group interview, it was important that I engaged with
participants through active listening while capturing data. This was done through taking
field notes, described as when the researcher “takes brief notes on the key issues he/she
deems necessary. Notes taken by discussion moderators during the discussions are
usually very short and focused on specific things being said, or on issues the moderator
deems to need further investigation” (“Note-Taking Techniques,” n.d.). Hand-written
notes not only served as my personal account of the interview, but also created an
opportunity to develop follow-up questions and identify themes. My notes consisted of
the participants’ responses, verbal and non-verbal behaviors, and self-reflective
questions. The focus group conversation was audio-recorded, with each participant being
given a pseudonym for anonymity.
Semi-structured interviews. In Phase 2 of the study, semi-structured interviews
were employed. Interviews provide a great deal of insight into subjects within qualitative
research.
Semi-structured interviewing is an overarching term used to describe a range of
different forms of interviewing most commonly associated with qualitative
research. The defining characteristic of semi-structured interviews is that they
have a flexible and fluid structure. The structure of a semi-structured interview is
usually organized around an aide memoire or interview guide. (Online Sage
Encyclopedia of Social Science, Mason, 2004)
In addition, “researchers now focus in their interviews on understanding these
respondent’s interpretations of reality” (Tierney & Dilley, 2001, p. 459). This was
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important as I learned about each of the participants’ personal contexts, beliefs, and
experiences. My expectation (which will be shared with participants during the initial
framing of purpose and expectations) was that participants would “share as much as
possible about themselves in light of the topic up to the present time” (Siedman, 2006, p.
17). Since the topic focused on their work in schools, the interview focused on their
experiences in schools (Siedman, 2006). In the second semi-structured interview,
participants were encouraged to share specific details of their experiences (Siedman,
2006). I ensured time and space for deeper explanations about their work, and created
opportunities for those explanations to be shared. During this interview, participants were
also asked to review a student work sample. In addition, they shared their perspectives on
how they would approach meeting the needs demonstrated by the work sample. Their
self-efficacy beliefs and practices were the central focus. While I planned to develop and
to use an interview guide, I was aware that the subject-matter and the participants’ points
of view would provide direction for the interview. As a researcher, I had to be prepared to
allow for the fluidity needed within semi-structured interviews. Further research supports
my stance as a researcher:
Qualitative, in-depth interviews typically are much more like conversations than
formal events with predetermined response categories. The researcher explores a
few general topics to help uncover the participants’ views but otherwise respects
how the participant frames and structures the responses. This method, in fact, is
based on an assumption fundamental to qualitative research: The participant’s
perspective on the phenomenon of interest should unfold as the participant views
it (the emic perspective), not as the researcher views it (the etic perspective).
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(Marshall & Rossman, 2006, p. 101)
In the third semi-structured interview, participants were asked to “reflect on
meaning” (Siedman, 2006, p. 18). Siedman (2006) wrote that “the question of meaning is
not one of satisfaction or reward, although such issues may play a part in the participants’
thinking” (p. 18). In this interview, meaning would “address the intellectual and
emotional connections between the participants’ work and life” (Siedman, 2006, p. 18).
As participants began to make connections, I observed and developed themes in relation
to the research. The participants’ perspectives were the guide of these determinations.
Siedman also wrote:
Making sense or making meaning requires that the participants look at how the
factors in their lives interacted to bring them to their present situation. It also
requires that they look at their present experience in detail and within the context
in which it occurs. The combination of exploring the past to clarify the events that
led participants to where they are now, and describing the concrete details of their
present experience, establishes conditions for reflecting upon what they are now
doing in their lives. (Siedman, 2006, p. 17-18)
During the interviews, it was critical that I conveyed the importance of the
participants’ opinions and perspectives as essential to this research (Marshall & Rossman,
2006). It was my intention that each participant would leave the experience
understanding that their voice is valued and critical to constructing new meaning. All
interviews were audio-recorded, with pseudonyms given to each participant for
anonymity. Note-taking was also be employed.
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Storytelling. Since the methodology of narrative inquiry, which “assumes that
people construct their realities through narrating their stories” (Marshall & Rossman,
2006, p. 117) guided the research study methods, storytelling was encouraged. In
listening to the participants’ personal stories, I developed an understanding of not only
how their self-efficacy beliefs develop (sources of self-efficacy), but I also understood
the key factors—internal and external—that shaped those beliefs. It was important for
participants to be thorough and share pseudonyms, places, settings, and any other detail
that might provide a clear image of what had taken place in their lives. As the researcher,
I listened intently so that I was able to not only provide participants with an opportunity
to share their truths, but so that I could capture critical themes emerging from the data.
Sandelowski (1991) wrote that narrative techniques, “illustrate how lives can be
understood, revealed and transformed in stories and by the very act of storytelling” (p.
163). Essentially, this method helped me to “gain insight into the way human beings
understand and enact their lives through stories” (Sandelwoski, 1991, p. 163). The use of
this method required that I was actively engaged in the process and not simply passively
recounting the stories the participants (Marshall & Rossman, 2006).
Participant Selection and Recruitment
I sought Black female teachers as participants who met the following criteria:


Participated in efficacy training (within the last 3 years).



Have been deemed effective by obtaining:
o Level “5” on TEM
o Level “5” on Tennessee Value-Added Assessment System (2014
TVAAS-which measures student growth).
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Additional Criteria (for Phase 2)
o At least 65% or greater student proficiency on 2014 State
Assessments (reading or math).
o If teachers fail to meet the 65% additional screen, the next highest
scores will be accepted.

The additional 65% proficient or advanced criterion was selected because it represents
more than a 10% increase over the local district’s current achievement data. These
teachers were selected via the New Leaders Emerging Leaders Program participant lists.
Participants who are New Leaders-trained (participants in the Emerging Leaders
Program-Cohorts 1-3) have received content learning that is specific to student and
teacher self-efficacy. I had a relationship with prospective participants as I am the
director of the Emerging Leaders Program. A request was made to the Executive Director
of the local organization (Memphis) for permission to post flyers for qualified
participants that visited the office. In addition, a request was made to send at least two
general emails to all recent participants (past 3 years-Cohorts 1-3) describing the research
purpose and requirements. This email was sent by an employee of New Leaders. Both the
flyers and the email stated: “If the criteria are met for this research study and an interest
in participating exists, please contact me directly via phone or email.” All of my contact
information was included on the flyers and in the email communications. Once I was
contacted, I ensured that the participants met the requirements through a verification
process that consisted of authenticating teacher data by reviewing official documentation.
Participants were asked to scan and email requested documentation (TEM score report,
TVAAS data state report, and TCAP general data report). Once received, I contacted
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interested participants who met the criteria via phone to provide a brief overview of the
study, and to share the proposed date for the initial focus group meeting. Before the focus
group began, participants were also given consent forms to participate in the study. The
form contents were explained and any questions were answered at this time. After the
focus group was conducted, the participants were offered the opportunity to participate in
Phase Two of the interview, contingent upon their ability to meet the additional criteria of
having achieved at least 65% proficiency on class TCAP scores in either reading or math.
Phase Two of the study involved semi-structured interviews (with one interview
including student work samples) and storytelling. The interviews lasted approximately
one hour each and an interview guide was used. The final three participants’ identities
will be kept confidential.
Measuring Effective Teaching in this Study: Using a Rubric
This study focused on high-performing Black teachers. To better understand the
standards for effective teachers, the criteria was explored and explained. Many school
districts evaluate teachers using a specific rubric which is designed to be the standard by
which all teachers measure their effectiveness. In the large urban school district for this
study, the Teacher Effectiveness Measure Framework and Rubric 3.0 (2013) has been
developed. While the rubric is modified to differentiate between specialty teachers and
regular classroom teachers, the framework components are all the same. It is also
important to note that the rubric is revised several times each year since its start. There
was no comparison or contrasting between each version. Any teacher who has received a
score of “5” within the last three years eligible for this study (provided they meet the
additional screens). These components include 1) plan, 2) teach, 3) cultivate a learning
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environment, and 4) reflect and adjust. The rubric was designed to score teachers on a
scale of 1-5 as shown below:
5 - Significantly above expectations
4 - Above expectations
3 - Meeting expectations
2 - Below expectations
1 - Significantly below expectations
The rubric was designed and written by Insight Education, an educational consulting
firm. The Teacher Effectiveness Measure Framework 3.0 (2013) (TEM 3.0, 2013) has a
very specific language which explains the roles and responsibilities of teachers. In this
section, I will provide descriptions for Level 5 indicators of the domains. For the
purposes of this study, Level 5 is synonymous with high-performing (effective) teachers.
Within the broad categories, more detailed indicators and expectations describe a teacher
who knows and understands his/her students by “making content meaningful and relevant
to students” (Teacher Effectiveness Measure Framework 3.0, 2013, p. 2). In addition to
effective teachers knowing their students, the rubric also states teachers must “use
knowledge of students’ interests, backgrounds, and learning needs in the planning
process” (TEM 3.0, 2013, p. 2). Planning is a major component of this rubric and the
students must be integral in teacher’s instruction plans.
In addition to the plan domain, the “teach” domain also specifies what highly
effective teachers should do with the students they serve in the classroom. In this domain,
teachers are expected to teach objective-driven lessons, which means that there must be
an end-goal when instructing students. The teacher must do more than just write the
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objective on the board or repeat it to the students. The expectation of highly effective
teachers is that “all students can explain or demonstrate the lesson objectives within the
context of the related standards and tell or demonstrate the importance of their learning”
(TEM 3.0, 2013, p. 5). In addition, teachers are expected to encourage students to “make
independent connections through classroom interactions demonstrating they understand
the content levels ranging from basic to complex” and to “consider multiple perspectives
and approaches to learning” (TEM 3.0, 2013, p. 6). This rubric also indicates the
important of teachers providing appropriately challenging work to their students. TEM
3.0 (2013) states that teachers should engage students by “ensuring the lesson includes
appropriately complex texts, tasks, and activities that move students beyond their current
mastery level” (p. 7). High-performing teachers (Level 5) are also charged with
“providing all students with choices, teaching students how to self-select strategies that
will help them master lesson objectives, and to allow students to explain how strategies
relate to what they are learning in terms of content standards” (TEM 3.0, 2013, p. 8).
In the third domain, “cultivating a learning environment,” highly effective
teachers (scoring Level 5), “build respectful, learning focused environments by:


Creating learning opportunities where most students can experience success



Seeking out and being receptive to the interest and opinions of all students



Creating a positive learning environment that promotes respectful-student-tostudent interactions” (TEM 3.0, 2013, p. 12).

In the final domain, “reflect and adjust,” the focus is on teachers monitoring the
progress of their goals and using data to inform their instructional practices. Specifically,
high-performing teachers “proactively lead data analysis with colleagues and offer
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positive suggestions” (TEM 3.0, 2013, p. 16). They should also provide opportunities for
students to self-manage on-going practice of a skill in addition to formal re-teaching”
(TEM 3.0, 2013. P. 17). Finally, high-performing teachers “design strategic and targeted
interventions based on deficiencies in skills or knowledge as identified by data results”
(TEM 3.0, 2013, p. 17).
In using the TEM document, there are very specific indicators that describe highperforming teachers. Teachers are to be well-planned, thoughtful in their approach,
knowledgeable about their students, and data-driven when instructing. Teachers should
serve all children in the highest capacity so that every child is reached and experiences
optimal potential. In addition, high-performing teachers grow students into independent
thinkers, self-monitors of their own needs, all while cultivating an environment where
everyone experiences success. These indicators (and others within the rubric) describe
teachers who reach above the expectations and are high-performing.
Confidentiality and Trustworthiness
To ensure confidentiality of the school district, the pseudonyms ‘school’ and
‘participants’ was utilized. Trustworthiness was at the forefront of this study. It was
monitored through peer reviews, clarifying researcher biases, member-checking, and
journaling (Creswell, 2007). I planned to be upfront regarding my research biases, as I
have a long history in the field of education, and now training (in part) on one of the
major components of this research—efficacy. Furthermore, I wanted this research to be
transparent, as this would provide valuable insight and be used to help others. With this
in mind, I allowed participants to review the data for accuracy and integrity of their
stories and truths. I wanted to keep track of my thoughts, connections, overlapping
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findings, and biases along the way. Through journaling, I kept track of my movements
throughout the research process.
To ensure validity and trustworthiness in the data collection process, all
transcription, notes, and journals were given dates, times, and locations. All materials
were stored in a secure location (locked file cabinet located in home office) and all soft
copies of materials were specifically labeled to ensure easy access by me, the researcher.
There were at least three copies of all collected research materials.
Site Selection
The research site was a nationally known non-profit school leadership
development organization with a local office and team in Memphis. The participants who
participated in this local program have been trained in both student and teacher efficacy
and have a working knowledge of the construct. I sought participants who worked in
schools that were underperforming (achieving less than 50% proficiency in reading or
math on state exams). However, the participants needed to meet the aforementioned
individual requirements for the study. This site allowed for a wide variety of participants
to choose from, and ensures that participants had a working knowledge of self-efficacy.
Interviews took place after school hours or on weekends, with the participants’
availability determining the times. Interviews will be conducted on the organization’s
premises.
Data Analysis and Interpretation
To analyze this data, I used contextualization. The key components of this method
include focusing on the importance of the participants’ voice, looking for themes
(searching for overlaps, connections, and relationships), and using thick descriptions so
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that the researcher can present the data for the readers to determine for themselves
whether or not the research connects to their experiences (Glesne, 2005, p. 7). The
research methods—focus groups, semi-structured interviews, and storytelling—provided
me with significantly rich data to find themes, connections, and relationships within the
research.
To begin the organization process of this data, I ensured that all focus group data
and interview data was transcribed verbatim. Since it is important that I was intimately
involved with my data, it was transcribed immediately after it is collected and codes were
be assigned (Bloomberg & Volpe, 2012). Through the research methods being employed
in this study, I had a significant amount of information from participants that was
transcribed for deep analysis. Bloomberg and Volpe (2012) wrote that “in qualitative
research, we are interested in the language of the participants or texts. We work with the
data (words) to identify units of information that contribute to themes or patterns—the
study’s findings” (p. 137). Therefore, as I collected the data, I needed to be diligent and
consistent—keeping in mind that the words or my participants were the single most
important component of the research.
Coding was crucial to my research and data collection process, described as a “…
system of classification—the process of noting what is of interest or significance,
identifying different segments of the data, and labeling them to organize the information
contained in the data” (Bloomberg & Volpe, 202, p. 142). Coding was implemented in
my research by first developing themes from the research questions themselves.
According to Bloomberg and Volpe (2012), these themes and descriptors are indicators
of what on has gained from the reviewed literature. After reading and re-reading
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transcriptions, I color-coded additional emergent themes. The themes were reviewed,
compared, and contrasted repeatedly until it was clear that the true meaning has emerged.
Throughout this research and data collection process, I questioned the data and myself
(Bloomberg & Volpe, 2012) so that I remained open to alternative possibilities and
conclusions.
Data Representation
The representation method that was used in this research study was Creative
Analytic Practice (CAP). Using this form of representation will:


Provide a means through which researchers can illuminate multiple, different,
and assenting voices (Berbary, 2011).



Capture a level of truth because it is believed that you can understand one’s
position.



Use themes and re-stories the data (Creswell, 2007).



Connect the participants’ shared experiences through “overlapping
monologues” (Deluze & Guttari, 1983)

Based on the dialogue and field notes from the focus group, the semi-structured
interviews, and storytelling, I developed a fictional short-story to represent my data
findings. Short stories are defined as “brief fictional prose narratives which usually
present a single significant episode or scene involving a limited number of characters.
The form encourages economy of setting and concise narration. In a short story, the
characters are disclosed in action and dramatic encounters” (Merriam-Webster Online,
n.d.). The short story developed represented the data by “taking analytic points to be
addressed and connecting them with all the data that support specific points” (Johnson,
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2005, p. 450). I used the teachers’ voices to share what emerged from the data. Each short
story was created from the themes that emerged, and the corresponding dialogue and
participants’ responses was used to develop the story.
Next, Chapter 4 presents the data collection and analysis in greater depth. This
will be followed by Chapter 5, which provides the key findings and conclusions from the
data. Other themes that emerged will also be discussed. Finally, theoretical and applied
implications of the findings will be presented.
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Chapter 4: Data Collection and Analysis
To begin, this qualitative study reflected a constructionist epistemology, which
means that “meaning is not discovered, but constructed” (Crotty, 1998, p. 42). Through
the use of critical race theory (CRT) and narrative inquiry, I was able to construct
meaning from the participants’ experiences while answering the following research
question: How do high-performing Black teachers in underperforming urban schools
negotiate self-efficacy? In addition to the main research question, I focused on the
following related sub-questions:


What are the personal self-efficacy practices used by effective Black teachers
in underperforming urban school settings?



How do these teachers adapt the concept of self-efficacy in their practices?



How are these practices distinguished in urban underperforming schools?

This chapter shares the research findings and connects to the original research
reviewed in Chapter 2. The study was executed in two phases: Phase 1: a focus group and
Phase 2: Semi-structured in-depth interviews and storytelling. The final interview also
included an examination and analysis of student work. The focus group included 7 highperforming Black teachers who met the following criteria:


Participated in efficacy training through New Leaders’ Emerging Leaders
Program (within the last 3 years).



Deemed effective by obtaining:
o Level “5” on TEM 3.0
o Level “5” on Tennessee Value-Added Assessment System (2014
TVAAS-which measures student growth)
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The goal was to begin the process of constructing meaning of a collective group
of teachers’ experiences to better understand their self-efficacy beliefs, how these beliefs
had been developed, and how self-efficacy materializes in their practice as teachers.
Three types of questions were asked during this one-hour meeting: engagement questions
(to introduce the topic and to help participants become comfortable with the research),
exploration questions (to delve into the essence of the topic) and exit questions (to ensure
thoroughness of process so that important points and perspectives were included) (Eliot
& Associates, 2005).
After Phase 1 was conducted, participants had the option to be contacted for
participation in Phase 2 of the study. Interested teachers meeting the following criteria
were selected:


At least 65% or greater student proficiency on 2014 TCAP test (reading or
math).



If none of Phase 1 participants met the 65% criteria, the next highest level
of proficiency was selected.

Phase Two of the study included both semi-structured interviews and storytelling.
In addition, the interview process included the review of student work samples to extract
deeper meaning from teachers’ actual practices. Phase 2 delved deeper into teachers’
insights by allowing them to share their perspectives in their unaltered voices more
flexibility. Participants shared as much about themselves and their practices as possible
so that I, the researcher, could benefit from such authentic experiences.
In addition to interviewing and storytelling, each participant was provided with a
student work sample (based on their teaching background and area of comfort) to share
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their thoughts on the students’ approach related to content, accuracy, and presentation.
During this time, teachers were asked to review the work for approximately 5-10
minutes, and share how they would approach re-directing the student and continuously
supporting him or her. Each of these methods was used with fidelity to answer the above
research questions. In this study, the data collected will be analyzed for similarities,
differences, and emergent themes. A culmination of both the focus group and interviews
will be used to develop short narrative (fictional stories) that depict the most prominent
themes found within the research.
Focus Group Participant Profiles: Understanding Who Teachers Really Are
In Phase 1 of the study, seven teachers were interviewed in a focus group. Below
is a collective profile of the group of teachers who participated in this study (all were
Black teachers and all chose pseudonyms). Table 3 details this.
Table 3
Participant Profiles
Teacher
Name

Age

Years
Teaching
(all years
in public
schools)

Emerging TEM
Leaders
Score
Cohort
Year

TVAAS Subject Background &
Score
Grade-Level
Experience

Arnese
Vanessa
Asha
Jordan
Renee
Lisa
I’v-lyn

37
36
43
43
49
38
34

15
10
12
17
11
15
7

2
4
2
2
4
4
4

5
5
5
5
5
5
5

5
5
5
5
5
5
5
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Elem/reading
Elem/math
Elem/math
Elem/reading
Elem/math
Middle School/math
Middle School/math &
reading

The focus group meeting was held at the Benjamin L. Hooks Public Library (3030 Poplar
Avenue, in one of the study rooms within the library).
Before the actual focus group began, participants were provided with nametags
and asked to select a pseudonym for the study. Since all of the participants shared the
experience of participating in New Leaders’ Emerging Leaders Program, they shared
some familiarity—especially in cases where they were in the same cohort. As a group, we
agreed to keep knowledge of participants’ identities confidential—given that some of
them knew each other’s real names. Early on, the group displayed enthusiasm for
teaching and for the topic. They were quite willing to share and to provide examples
when appropriate. Each person was a unique individual, but they were all similar in their
passion for education, teaching children, and their contributions to the profession. This
was first evident as each teacher is a Level 5 in TEM as well as in TVAAS data. Later,
this became profound as their voices were heard. The first question: “In your own words,
how would you describe self-efficacy?” gave each of them an opportunity to share their
perspectives. Here’s how they responded: (While participants had pseudonyms for this
interview, responses will be recorded as Respondent 1, Respondent 2, etc.)
Lisa: Okay. I would describe self-efficacy as a means for motivating myself to
want to be better, to want to progress, move forth. Rewarding myself for
accomplishing a goal. I maybe buy something. Going on a trip. Efficacy is me
rewarding myself after accomplishing a goal for whatever that target is. I think
that's my thought on efficacy.
Arnese: I believe in what Lisa is saying as well, just to kind of go along with that.
For me, self-efficacy is a constant maintaining of motivation and keeping the goal
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in mind. Even when I don't see results right away, just keeping the goal in mind
and maintaining my own motivation. Keeping what I know the students can
achieve in mind constantly. It's kind of checking myself and checking my
motivation and checking my own personal beliefs at every stage throughout the
school year. That's how I see it; just kind of maintaining that motivation,
personally.
Asha: I think for me it's kind of, in addition to what they said about keeping the
goal in mind, being able to just constantly reflect and use some type of measure.
That I know, okay, is this being effective or not? If it's not, okay, so what it is that
I can do to change? What is it that I can fix or do differently so that it'll have a
different outcome? I think constantly reflecting on my practices what kind of
gives me that positive to say, okay, this worked really well, or what can I do
differently? Kind of self-reflecting.
Jordan: For me, it is my belief in my understanding of children developmentally
and in what I know to be true in terms of what works best pedagogically.
I’v-lyn: Self-efficacy for me is basically self-management. Being able to have—
so my belief on self-efficacy is self-management. Being able to have a process to
grow with the ability to advance performance skills, whether academically,
individually, spiritually or just holistically.
Vanessa: I say pretty much piggybacking on what everyone else is saying, but
going into knowing my practices. What I do will directly affect the students, the
teacher team or anyone else who comes in contact with me. Me just, again, being
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very self-reflective and knowing that what I do in that classroom with my students
would directly affect how they perform.
Renee: I would say that it's the belief that I have in my students, and that's what
motivates me. To me, the more challenged student is the one that I target on.
That's my motivation to go back to see what is it that I can do to encourage this
child to give his or her best?
Through these responses, several key components of self-efficacy emerged. It is
important to note that as teachers shared their thinking, they appeared to be much more
comfortable in providing examples and attributes rather than a singular definition. I
attribute this to the fact that teachers are practitioners and this method of articulation
aligns with the way they operate daily with clarity, precision, and practicality in teaching.
Through reviewing and analyzing the teachers’ statements from the focus group, I could
determine that their personal self-efficacy is grounded in setting goals, measuring the
goals along the way, and accomplishing those goals (What will this “look like” in the
end?), being self-motivated and self-managed, demonstrating reflective practice through
inquiry, and seeking growth through focusing on their practices as their practice has
impact. Finally, personal self-efficacy is not only grounded in their belief in their own
abilities, but also their belief in students’ abilities. As this chapter unfolds, the specific
themes will be shared and will undoubtedly refer back to some of the very same
components of self-efficacy that emerged from Question 1 of Phase 1: Focus Group.
These examples have been shared because they provide insight into the mindsets and
thinking of the teachers from the study.
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In-Depth Interview Participant Profiles: A Close Look at Three Teachers
During the one-on-one interviews, there were three teachers selected to
participate: Arnese, Vanessa, and Renee (pseudonyms). The teachers were similar in
some ways, but each had a clear uniqueness in their educational journeys, influences, and
demeanor. The conversations held with each teacher were rich in dialogue, robust in
lessons-learned, and most of all, honest. Below are their profiles—developed from their
own words during our time together. Below, you will learn about the early educational
experiences of these teachers, the lessons they still carry today, who was most influential
in their learning, how they learn best and what motivates them as a learner.
Arnese: the petite powerhouse. Arnese has been teaching for 15 years, with at
least three urban school-setting under her professional belt. At first glance, you would not
believe that this 5’3 (probably sized double 00) teacher has as much experience and
tenacity as she has, but she does. She is what I would call a “legacy” teacher, as she is the
daughter of an “old-schooled” English teacher. Below, Arnese describes her early life in
relation to education. My first question to all participants was for them to tell me about
their early years in education. I wanted them to provide as much context as possible so
that I could be able to really understand who they were as individuals. Arnese expressed
her early years to me in this way:
My most vivid years, I would say, will start really around second grade. In
second grade, I had an amazing teacher. I can remember loving to read and that's
when I really started loving to read just because she just exposed us to so many
different types of books, and she was such a good storyteller. From there I think I
really started my love for reading in second grade.
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From there I went on to be a really strong reader throughout elementary. That was
my strong suit. I didn't have that love for math as much just yet, but I loved school
and I went through elementary very successfully, and through high school.
Around that time, that's when I really began to realize what I wanted to do as far
as teaching because it just kind of sparked in me around high school. I went on
from there from college and that's where I started my major in elementary
education. I never wavered from that major. I really enjoyed elementary education
and I just decided that's the field that I wanted to go into.
I was really intrigued by what she had to say about the second grade teacher. Her
eyes seemed to light up when she spoke of her, so my natural instinct as a researcher was
to ask for more details. I asked her to tell me about the most fun thing or the most
exciting thing related to learning that the teacher ever did. Her answer was:
I think I just enjoyed her reading aloud. That was the best part for me. I remember
Miss Jones was just a good storyteller and she would just get us so involved in the
stories, just how she asked us questions and just drew us into the characters, and
we just talked so much about the characters and about the story. It just had all of
us just so into the story.
This teacher truly impacted Arnese. It was obvious that she had some lessons
learned from this experience that happened about 30 years ago. This excerpt from her
childhood made me want to know—in her own words—how her childhood impacted her
today. I asked her what were the lessons learned that she still lives by today, and what
words of wisdom or key learnings she does carry with her today. Below is what she
shared with me:
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What I still live by today is really how important it is to be excited and motivate
other people, because she really taught me that in second grade because I didn't
realize it at the time, but just taking it forward, when I look back I realize that
really got me started in loving to read. I just realized from there how important it
is to be excited and to draw people in with your enthusiasm and your motivation.
I'll just carry that with me forever.
An even deeper look into who Arnese really is can be found in how she describes
the most influential person in her learning. Not surprisingly, this person is her mom—her
very first teacher. Arnese speaks of her mom with great fondness (she smiles when she
talks about her) and she tells how and why her mom was so important:
My mom was most instrumental because as an educator herself, she just instilled
that thirst for learning just throughout my entire life. I was reading "Moby Dick"
in third grade. We had all types of books. She'd order books and no matter what
we were studying in school, she could always help us with it and she just instilled
it in me early just to constantly just seek knowledge and just continue to read. I
just held onto that because we always read with her. We always worked on our
homework together. She just really instilled that in all of us.
Arnese’s mom, even more so than the second grade teacher, helped to shape who
she is. I wondered what her mom may have said throughout the years to shape Arnese’s
mindset and her thinking. Here is what Arnese remembers:
I can remember her saying a lot of things. I think the most memorable thing is just
how important it is, that education is something that once you have a strong grasp
on that, no one could take it away from you. I just remember her saying that. It
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just didn't resonate at the time but I realized later she's exactly right because once
you have that no one can take it away from you. I just have held onto that. She
said it off and on over the years. Even now I hear her telling people that and that's
just so true and it’s so important.
Knowing that her mother had very high expectations for her was critical. As I
learned about Arnese (her upbringing and educational influences), I was able to develop a
deeper understanding of how she became the teacher that she is today. One other topic
that Arnese and I discussed was how she learns. Throughout her educational career, she
seemed to have influences that supported her learning style. I wanted to know more about
“her style” of learning, as it also helps to develop her individual profile as a teacher. She
shared with me that among other things, she “learns best by doing.” Here is what she told
me:
I learn best through doing. I need to be able to actually do what it is that I'm being
taught. I am very visual. I'm a very visual learner so I need to see it visually, and I
also need to actually get my hands on it and actually work with it, and do it for
myself. That makes it much easier for me.
I think what makes me want to perform my best is the thought and the knowledge
that I'm going to actually see the result. Just having that end result in mind keeps
me working and makes me think about some students that I've taught when I first
started in the school system.
I wasn't seeing all the results that I wanted at first. I just kept pushing, I just kept
pushing, and that motivates me. My own just knowledge of what the result is. Just
kept working with the students, kept trying to figure out what works best for
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them. Just thinking back to that and how it helped me and how I saw results in the
end. I just think about that. I just take myself back to those times where I did not
always see what I wanted to see, but just kept working through it, working with
the students, and that really motivates me.
Arnese is a driven individual who early on was exposed to the importance of education.
Through experiencing a great teacher and the influence of her parents—especially her
mom, she developed a love of learning and knew that this would be a critical component
in teaching. Fifteen years later, Arnese is a powerhouse of a teacher, garnering high
academic achievement and results every year (students grow at least two years [on
average] in her classroom).
Vanessa: the meek master teacher. Vanessa, who is not native Memphian, has
made her home here with the students of this city for over a decade. Speaking very
thoughtfully, Vanessa processes every question. Vanessa has a comforting candidness
about her that draws me into her thinking. We talk for over an hour in the first interview.
Throughout subsequent interviews, I began to really understand how this Illinoisan
became a Memphis Master teacher. As with the other participants, I started the interview
by asking Vanessa to share her recollection of her early years in education. I wanted to
know about her most vivid memories she had of her learning experiences. Below is what
she shared with me:
Growing up? Um, I know for starters that in my house, I could not bring home a
C. I would get grounded, which, of course, I hated because I was very active. You
know, dance, basketball, things of that nature. However, my parents believed that
I was better than a C. [Chuckles]
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So if I brought one home on my report card—and this is—I mean elementary and
middle, I was just fine, but once I got to high school, you know, that's when I
kinda got with my friends and kinda wanted to experience life a little bit.
So if I got a C, they would ground me, of course, and it—what was it? —six
weeks or nine weeks, but whatever it was, I was grounded until the next report
card came out.
And I just thought that was the worst treatment, but, you know, my parents—they
were really, really adamant about taking your education seriously, and so they,
you know, pushed me goin' to college. And they were saying, "Of course, you
have to, you know, compete with everyone else in the world that's trying to go
these same universities. You can't just, you know, let your grades go by the
wayside."
And I was, like, "Well, I'm just, you know, tryin' my best," but in their eyes, that
wasn't my best, they thought. So I mean even in that instance, they pushed me
then. So, you know, just strive for the best. And I think that kinda—in addition to
I was in a program in—called—in the Urban League. It was Tomorrow's
Scientists, Technicians, and Managers program.
And what that was through the four years that you were in high school, you would
go Saturday. You would have a motivational speaker come. You would be a part
of volunteer activities where you had to raise money. You had tutoring programs
through the week if you had—if you could tutor somebody else or somebody
tutored you. Um, we had banquets. We had scholarship funds. We had, um, just,
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you know, different activities, banquets throughout the year where the whole
focus was to push you to go to college.
Every spring break, we would go somewhere. We would go to—that's actually
how I ended up in Tennessee—in Memphis because, uh, we went to visit the
University of Memphis. And, you know, we went somewhere every spring break.
And so we would go on college tours, and that kind of was their thing, was that
they were getting you college-bound. So that and my parents kind of, you know,
gave me the background to just see how important education was myself. So that's
my background.
As I listened to Vanessa share her parents’ expectations for her, it made me
wonder about who they were and the root for their beliefs. I asked Vanessa why she
believed her parents saw education as such an important endeavor. Vanessa stated the
following:
I think that comes from them knowing that, of course, I have to survive on my
own, and with me being—having to survive on my own, you know, I have to have
that education and that background behind me. If I didn't, you know, I think for
them it was more so of "don't just settle." Um, my mom—my—my dad—he
worked. He was a janitor in the evening, and he also went to school at the same
time, but that didn't come till later on. So for him, I think it was when you have
the chance to do it, why don't you go ahead. You know, "Don't wait till later in
life like I did. If you have the opportunity now, go ahead and do it."
So I think that's one of the reasons why he pushed me so hard. And then my
mom—she, uh—she was—she went to nursing school, and her parents did not go
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to college, so I think they pushed her because they didn't have, you know, the
opportunity. So she said, "Well, you know, if—if –if that's, you know, um,
something that we value, that you should value it as well." So I think just—just
their background in itself kind of pushed us. They always said, "We want you all
to do better"—it was just me and my brother—to do better than they did, so.
Vanessa’s upbringing was grounded in high expectations from both parents who
were clear in their messaging: Be better than us! While interviewing Vanessa, I wondered
more about how this belief system and way of life had impacted her. I framed the
questioning around lessons learned as I thought that would be the best way to capture the
connections between her past and her present. Vanessa went on the share her life lessons
with me in the following excerpt:
My lessons learned from that experience were that I always have to try. I mean
when I tell you they would not let up, I mean not even just looking at education,
but period. You know, if there were things that—that I wanted to do and then I—I
said, "Well, nah, maybe not," their question is-[laughter]—their ques—they're
always, like, "Why not? You should always try. You should always put forth
effort." So I think because, growin' up, they instilled that in me not just, you
know, with education but period, that that's kind of been my—I guess my thing
that's in the back of my head, is that I have to at least try. If I don't try, you
know—I mean all they can—all they can say— whoever "they" is, is yes or no.
So why not try? And if it's a no, I still have to be okay with that no. That doesn't
mean that, no, I can't do it right now, or no, I can't do it at all. That just might
mean I need to do something else or different to try again the next time. And even
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if it comes from that person, a no, that doesn't mean somebody else might not say
yes.
This “don’t accept no” mantra in Vanessa’s household was evident in
everything—especially education. I asked her to share an example with me so that I could
record the authenticity of her early years and how those beliefs manifested in her parents’
communications and expectations of her. She shared the following example with me
during the interview:
I remember with my—takin' my ACT. I think you had to get a—you had to get a
22 or a 21. I think you had to get either a 21 or a 22. And so with me comin' from
out of state, if I—if I received that score, then they would waive so much of the
out-of-state fees. And so I took the test the first time, and I think I may've gotten a
20. And I was, like, "Eh, okay." You know? And they said, "Well, go ahead and
take it one more time." "Okay, I'll take it." But the next one, I went down. I got a
19. And so that right there—I was, like, "Oh, my god! No! I'm not takin' it
anymore." They were, like, "Well, just try it again." I was, like, "No." You know?
I'm cryin'. I'm, like, "I don't wanna do it." I'm just like—and they're, like, "Well,
all you can do is—you know, you'll see whatever the score is." And when I took it
again, I did make a 21, so I went back up, but I mean just in that instance, I was,
like, "I don't feel like it. I don't want to. I got study again. I have to—” You know,
but that's them again saying, "Don't give up. Just keep tryin'. Even if you do face
adversity, it's okay."
It was obvious that this lesson was a turning point in Vanessa’s life. As she ended
the story, she gazed a bit and displayed a look of joy on her face. At this moment, I
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believed it to be a perfect time to ask about the most influential person in her education.
She was quick to tell me that it was her mom and I was not at all surprised. While
Vanessa admits that her mom was “hard on her,” she truly left a positive imprint with her
words and actions. Vanessa told me the following about her mom:
I would say my mom was most instrumental in my learning. And I say that
because, of course, she's more vocal than my dad. And so she would go toe-to-toe
for me, no matter what I said, no matter what excuse I gave her as far as me
wanting to stop. It was always, "Vanessa , you gotta try." You know, she just—
and even now—when you're in the situation, it feels like she's bein' so hard on
you. But, of course, she's been there and done that, so she's lookin' at it from a
perspective of "You can do this. This is not—if I didn't think you could, I
wouldn't push you so hard." So I would say of my mom.
Vanessa truly valued her mom’s opinion and could easily recount her words of wisdom
from her early years. Since her mom was more vocal than her father, I was curious if
there was something she said that “rang in her ears” even today. Vanessa said the
following:
Um, let's see. Nobody's stopping you but yourself. And—and I—and I think she
would say that because that's what would happen. I would always get in my own
way, and I would always be the one to say that I can't do it. And so her tellin' me
that I get in my own way just kinda let me know that I'm a—afraid, I guess, of—
of trying it again or failing. And so her sayin' that just let me know that failure is
okay. Again, all they can do is say yes or no, and if you—even if you don't do it
this time, that does not mean, you know, that you won't be able to do I the next
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time. So I think that that's somethin' that—that rings out, is her saying I get in my
own way.
Vanessa’s words lead me to believe that much of her success can be attributed to
her mom’s teachings and her belief that “the only person stopping you is yourself.” I
asked Vanessa if there were other influencers in her educational life that she recalled. She
shared that in high school, she was a member of an organization that supported high
school students’ pursuit of college. The leader of that organization had positive impact on
Vanessa. She tells of his influence and the seeds he planted in her.
Um, I think about a couple of different people just, you know, along my journey
from back home and then in college. I think about, um, it—a—a guy named
Virgil, and it seemed that he was—and—and I remember him from the Urban
League program. And it seemed that with all the students that he had in the
program, no matter what instance we, you know, got in—we—for example, we
went out of town and, um, there was—some kids were in the hotel doin' somethin'
they weren't supposed to do, but he always, no matter how hard he came down on
you, he would love you the next day. And I think that him always bein' there just
kinda resonated with me. Even now, you know, on my own journeys, bein' in, uh,
Memphis on my own, is, you know, him—him always bein' there no matter what.
Even us bein' in college, he would always check on us. You know, even now we
have Facebook. He'll still reach out and just kinda, you know—and I don't know
how he keeps his repertoire of all these kids because you don't just have us. You
have everybody else that's followin' behind you.
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So I think him always, you know, just kinda bein' there and checkin' on us and
just makin' sure that we're on the path that we kinda, you know, set for ourselves
beforehand that—that kind of stuck—stuck with me because that just lets me
know that he, you know—he always wants to make sure that everybody is—is
reachin' their goals, and he wants to see how you're doin'. And "If you come back
home, always come see me." And so he—he's someone that sticks out.
Given Vanessa’s “always try” attitude, I was intrigued to learn just how she
learns. I wondered if her description would reveal the same tenacity with which she was
reared. Here is what she shared with me:
I learn through, um, me being able to be active, me being able to touch and feel
and see. Um, I—I learn well in groups. I learn well, um—so I guess what—
kinesthetically? Um, I can learn by, uh, lecture and direct in—direct instruction,
but I think when I have the opportunity to interact with it myself, that that
resonates more with me.
I like groups because it gives me an opportunity not just to share my thoughts but
see what somebody else is thinkin' because—and I think that goes back to me
likin' collaboration so much, um, because there's always more than one way to do
somethin'. And there's always, um, value that someone can add to the project or
the conversation, um, and if someone might not—might be thinking a different,
um, way about something than I am.
And so I appreciate that, and then that kinda gives me, you know—"Oh, you
know, I didn't think about that." And then maybe we put our ideas together, um,
and then—so collaborating with other people and working in groups just kinda
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gives me, um, that hands-on experience, I guess, and conversation that kinda
helps me to learn and grasp the concept.
I always wanna know. I'm curious. Um, I feel like I wanna grow and stretch
myself, so if I don't—I mean like even just the news, for example. My mom used
to get on me all the time cuz I would never watch the news. And I'm, like, "Mom,
I don't need to watch the news. I don't want to. You know, you all will tell me
what's happenin'." And so she's, like—she's, you know, like, "Well, okay, but
don't you wanna know what's goin' on in the world." "Yeah, I guess so."
So—[laughter]—you know, I guess just, you know, growin' and havin' that
aspect of wanting to know, wanting to learn. And, you know, sometimes if it
comes to a situation if someone asks me, you know, "Well—well, what about—"
And then I'm, like, "I don't know." I don't like not knowing, if that makes sense. It
makes me feel, um—hmm, less than, maybe, if I don't know. So I want to know,
so if I don't, I wanna find out or I want to, uh, speak out or—or look up or
question or research.
Um, I remember—[chuckles]—even with the movie Fast and Furious, you know,
they said Paul Walker died. Well, after we watched the movie, I went home and I
got on the computer cuz I was trying to figure out which part was it that it was his
brother. You know? Just—so I think for me, I just—I—I wanna know. I wanna
learn. I wanna—I—I think that, you know, my brain can absorb a lot, so I just
wanna know. I'm curious.
Vanessa is a collaborator who wants to learn. She is not afraid of failure because
she knows that on the other side of failure is success. All she has to do is try. Over time,

122

and with the help of positive influences along the way, Vanessa has taken what she is
learned and crafted a successful career as a caring teacher who would push her students.
She knows no limits for them. Her students’ most recent data is an example of pushing
students beyond what is expected. Their proficiency levels on end-of-the-year
assessments increased by more than 10% this year, with a 65% proficient/advanced rate.
All other students demonstrated more than a year’s worth of growth from the beginning
of the year to the end. Vanessa is a Level 5 teacher.
Renee: the “called one”. Renee is the oldest of the group (approaching 50), who
has been teaching for eleven years. She is a grandmother and education is a “second
career” for her. While the other two Phase 2 participants (Arnese and Vanessa) speak of
their mothers as early influencers and as “being instrumental” in their learning; you will
hear Renee present a different perspective. Renee’s presence is one of realness, reality,
and blunt truth. If I am being honest and revealing my own biases that crept into the
space as we talked, I must admit that I was surprised by some of what she told me. She
was not as forthcoming as the other two teachers, but the more time we spent together,
she began to become quite transparent. I was appreciative of her sharing her life’s
journey with me—especially its beginning. Renee’s journey was not easy; but it was her
truth and her authentic pathway into teaching. I began the interview by asking Renee
about her early life in education. I wanted her to take me back as far as her memory
would allow so that I could learn what shaped her existence. Here is how Renee
described her early life in education:
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Basically, um, what I really remember is my teachers pretty much sitting,
teaching, explaining, and giving independent work and walk around and check is
basically—
Renee was a bit stoic as she described this early memory of her education. I
noticed that she did not smile at all when she started to talk. I asked her how early she
remembered this and she replied, “From third grade on…”
I wanted to really picture what she intended to articulate to me. I asked her if her
teacher started the days this way and she replied, “Basically, yes.” I then asked her to
describe what she was doing as a student and she stated that she was, “Sitting in my desk
listening, and then doing what I'm told to do.” Renee’s account of her early childhood
memories was striking. I wondered what messages this teacher behavior sent to her and
what lessons she learned from experiencing learning and teaching in this way. Below is
what she shared with me:
I feel like that, um, I could have done a lot better than what I did if I had that
additional help. Now, I do remember that we got pulled out for certain reading
groups.
As I listened to Renee’s words, there seemed to be disappointment and regret
attached to those memories. She went on to describe more about how she felt as a child:
And that was another thing that was done, but I just—I think that if I had—maybe
if my teachers probably would have done some one-on-one or small group with
me on particular skills, I think I would have done better. I was an honor roll
student, but I believe that I could have made straight As if I had had that outside
help. And I just contribute that to me struggling and trying, you know, cuz I really
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didn't have the help at home as well, but I was told to do my work, but it was—
that's how I feel, that I struggled through it, you know, but I was an honor roll
student. And I feel that if I had gotten some clarifications on a lot of things when I
was in school, I would have done way better than that, than what I was.
There was so much of what Renee shared that resonated with me as a researcher
and a former teacher. I knew it was important to allow her the time and space to openly
share her feelings about those times as this would really help me to understand who she
really was. I asked her to describe what was going through her mind when she sat at the
desk waiting for the teacher to come by and “check her work.” I wanted to know how she
felt, year after year, experiencing the same level of disengagement from teacher after
teacher. Renee was quite honest. She told me this:
I mean, I - I don't know what—nothing. I thought that was just required to do. I
just never thought anything of it because I didn't know if they were supposed to
do something else. I just thought that was a normal day. And, you know, some of
my - some of my, uh, teachers never got up from their desk. Never. They always
taught from their desk.
The way that Renee described her teachers was quite different from the way
Arnese and Vanessa describes theirs. There seemed not to be any inspiration or
excitement in her learning experiences. I decided to probe more about the reading groups.
I wondered if those opportunities were any different from the description of the whole
group learning experiences. When she explained the reading groups, here is what she
shared:
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They were—what I could remember, it was different levels or something we had.
We were divided in certain groups according to your levels, and you would get
called and spend some time with your teacher or perhaps another teacher. I think I
was in the - the middle group, the second group.
They told us cuz it wasn't anything posted. And I can't even recall just constantly
doing that on a consistent basis. You know, going back, looking at it, I don't
believe that was effective back then.
It was obvious that Renee did not have positive feelings about her early
educational experiences as evidenced by how she described the teachers and their
behavior. It was clear that she believed she could have “done better” as a student with
more support from her teacher. I asked her what she thought about being in the “middle”
reading group. I wondered if she had specific feelings about being placed in the middle.
She definitely did. Below was her response:
Yeah, I did. [Laughter] Yes. Because, you know, that's—you're in the middle.
You're not in the top group. Yes, I did have some certain feelings.
I was struggling. I needed some help, but I don't—I can't even recall getting the
help to even be—you know, the effective type of help to be moved to the top
group. I - I don't recall it. I don't even recall actually getting in a group
consistently. That was in my elementary years.
Renee was the first of the three participants to identify herself as a “struggling
student.” Deemed a high-performing teacher now, I wanted to hear her articulation of
what she wished her teachers would have done for her when she was in elementary
school. She told me this:
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I wish teachers would have built a relationship with me, target in on my
weaknesses, uh, pretty much clarify some things that was going on that I wasn't
sure about.
Renee shared that she specifically struggled in reading. “It was reading. I know
reading was, uh, my weakest subject.” Renee stated that “comprehension was the hardest
[for her] at the time.” Renee’s perspective was unique in this study for several reasons.
She didn’t have the support at home (that mirrored the support of the other two
participants) and she was a struggling reader. Given what I had already learned about
Renee, this left me wondering what lessons she learned that still resonated with her today.
Well, I'd say—well, and I don't know if this is right. I'm just gonna say this, and
then you can guide me. I would say looking back over that—looking at that, uh,
sitting there, they don't know what I—I don't believe they knew my potential—
you know?
So I mean, I had the potential, and I feel like that I could have done better if they
had have taken that time out, so I don't think they even knew my potentials of
what I could do and - and thinking about it, I guess they really didn't care, you
know. And I was really a shy person and quiet back then, so I probably got
skipped over a lot.
Teachers not knowing Renee’s potential really resonated with her. This caused her to
adopt a contrasting set of beliefs about teaching that can be described as her view of
effective teaching. In her description, Renee stated the following about herself as an
effective teacher:
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I'm very observant, you know, and as a teacher, I - I observe a lot. I get—when it
comes to my students, I analyze them. I look. I look. I look. And I'm always
trying to get to the bottom of something, you know. Because I feel like if it's - if
it's a negative behavior or a misconception about something, I'm trying to get to
the bottom of, what is the misconception? What is really, really going on that
you're doing this wrong, continue to do this wrong, or this behavior is coming out
of you? It's something else that's going on, so I try to dig deeper.
Even though Renee shared that she did not receive much help at home for her
studies, she still described her mom as the most influential and instrumental person in her
education. Renee shared this:
I would say first my mom. You know, she was instrumental as far as making sure
that I did what I was supposed to do and behaved. I mean, even—she couldn't
help me like she could. She worked two jobs. But she had expectations of me, and
she just made sure that I did what I was supposed to do. Now, I do have this, uh,
teacher that was, um—but that's when I was in tenth grade. Um, she was very
instrumental in my life because she was more like a grandmother, and it was a
caring type, uh, situation with me.
I found what Renee had to say quite interesting, so I probed more about her mom
and helping her with school work:
Well, I can - I can recall that, um, she expected me to do my homework even
when she was not there. And there was a time that she told me, "I didn't even
know—I don't even know how to do this work, but I expect for you to do it," you
know. So it was like, she may not have checked it, but she - she checked it to
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make sure that I did it, but as far as understanding sometimes, I'd want to make
sure that you had it done, you know. And, um, she just pushed me because she did
not—she's not a high school graduate, so she - she pushed me.
I wanted to know more details around how Renee’s mom pushed her in her
pursuits in education. She gave me an example of “pushing.” She said her mom pushed
her by instilling in her the following:
Not to give up and try to make me see the, um—to stay positive in whatever I'm
doing. For example, well, when she saw, um, from her - from her point of view,
looking in - looking in, not really knowing what's going on, she, um, came and
talked to me and was telling me, "You're better than that, and, you know, I expect
more of you, and what is going on, and can't you see—" you know, so it was the
pep talk of trying to make me see the things that were going around and going on
around me.
I asked Renee to dig a bit deeper into what her mother saw happening with her.
What made her want to talk to her about her choices? Simply stated, Renee said it was,
“Being a mother. People, you know—people around me, the association of people around
me.” Renee shared that her mom’s intuition led her to believe that she was associating
with the wrong crowd. I asked Renee to unpack “wrong crowd.” What were they doing?
Well, they - they didn't have—education wasn't, like, up front, you know. It was
the talk—when we all hung together, we were college-bound and blah-blah-blah,
but when we got—when we graduated, it was kind of like a different story with
some of them, you know. But I just didn't feel like they were influencing me, but
she felt like, in the long run, it probably would hinder me or something. I
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eventually stopped hanging with them because they—I mean, I stayed focused
with college, so it kind of, like, died off anyway.
In listening to Renee, I concluded that parental support in education can “look”
various ways. Support is making sure that your children are avid readers, setting high
expectations for grades, and monitoring friends of the “right” influence so that your child
stays on their educational path. Renee went on to describe how her mother encouraged
her to never give up no matter what. I asked her for a specific example of this.
She just made it—she made things possible for me and, um— I mean, if I
needed—whatever I needed, uh, in order to be successful in college, she was
there. And even, you know, after having my daughter in the process of all of it,
she lended a helping hand as well there. And actually, I'm the first person to
actually graduate from college in my family from my mom's side.
Finances, books, you know, and even, um, when I went off to college, uh, she
made sure that—I mean, she got me an apartment, which I could have stayed in
the dorm, you know. But, um, it was whatever decisions I made when it came to
that, she supported it. But it was mainly the finances and making sure that, um, I
had—I was prioritizing myself. Education first, and the other stuff can come later.
Renee’s mom gave her a standard that she knew was important to follow. School
was first! I wondered what her mom thought of her now, as an adult. Was she proud her
daughter’s accomplishments and staying the course no matter what? Renee smiled and
said the following:
I think she's proud of me, um, when it comes to my profession, my career. Um,
you know, she—she'll say it, you know, because I do other things outside of just
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teaching. You know, I'm very involved in the church, and she'll come and say,
you know, say things to me about, "You did a good job." And when she sees that
I'm not - my focus is not on, she's coming right back again. "You need to get your
mind together," you know.
Aside from being influenced by her mother, Renee was also influenced by a tenth
grade office education teacher. Renee said that the teacher influenced her in the following
ways:
And it was just that—I mean, I say she had this caring spirit because she cared
about me as a whole. It's not that she just taught the class to me, just that. It was,
she was concerned about my whole well-being, making sure that I stayed on the
right path, um, involving me in a lot of little activities and stuff that they had
when it came to office education. And it was more like a grandmother feeling that
I had, and I could actually go and talk to her about certain things.
Renee seemed to highly regard this teacher in a familial way. Having this teacher
in her life was positive and seemed to give Renee something that she was missing as a
teen. This influenced Renee’s education in the following way:
It was having someone that was, uh, a motivator and an inspiring person, you
know. When you have difficulties and you got someone there that still pushes you
on and lets you see—be able to explain things to you, and just someone—I mean,
someone that I could count on if - if there was any problem that I had or any
questions that I had, I knew that I could go to her. I even had her home number.
You know, back then, teachers weren't really giving out their personal
information to students.
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Finally, one other major influence on Renee was her grandmother. It appeared as
though during the conversation, Renee had an epiphany about her grandmother. I was
thankful that she shared this with me:
Her inspiration of, you know, just talking to me and saying that she sees so much
more—you know, she sees this in me or, you know, and just telling me she's
proud of me. Just her words, because she only has a third grade education, so, um,
just her words alone. It's not just the one thing, but it's the relationship. Um, our
relationship is strong spiritually because I realize that, um, she's the one—she's
the foundation of our family. I know that. And - and with her having this third
grade education and being able to read the Bible—she could actually read and
write. She can read and write, and - and it's like, to me and I can say—I picked up
on her as the foundation of—it's like I'm—well, I'm not gonna say I'm following
her footsteps because she was a singer, but it's—what she has instilled in our
family is there, so it's like, that's what she sees when—if I, you know, teach a
class and—she's - she's disabled right now, but when she's heard me teach, and
she said that, she's come to me and talk about the gift that I have on the inside of
me, and I look at it's all because of her cuz she's the one that instilled this in us,
you know. So that's where her, uh, the inspiration is. It's not that she said one
thing.
It was her belief in Christ. The faith that she had. And then knowing her
background as a child, you know. It wasn't a good one, but she's been taken care
of, and I know that. And - and the reason why I say it because of the students that
we teach and the things that they go through and they have gone through, my
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grandmother went through that same thing, but she survived it. And you just look
at these students, how it's really troubling them with the things that they have to
go through.
Renee’s personal influences—her mother, her favorite teacher, her grandmother—
all shaped her into the teacher she is today. As I did with the other two participants, I
wanted to know more about Renee as a learner. Based on her description earlier of how
teachers interacted with her, I assumed that she would be able to easily explain her
learning style, which impacts her as a teacher Renee learns by doing. See the example
below:
When I'm sitting and someone is teaching me something, I need to be doing it
with them. Because you can sit here and tell me and tell me, and I'm just gonna be
sitting here and really don't have questions, but if I start, you know, doing
hands-on, doing it, then the questions can come up, and I can understand it.
I want to be—do the best that I can do. Whatever I do, I like to do the best. Well, I
don't think that - I don't think that I should volunteer or have, uh, been assigned
something and don't give it my all. It bothers me. It makes me—I mean, it upsets
me. I don't know where it comes from, but it makes me feel like I'm a failure. I
guess I need to think deeper.
Renee’s encounters with teachers who were not engaging helped to spark a
curiosity in her that made her want to know everything about her students. If they
struggle, she does not make assumptions, she finds out the “why.” Education is not a
profession for her, but a calling from a higher power. Therefore, she works diligently
according to that measure. Always achieving the highest test results for her grade level in
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her school, Renee’s impact on learning will serve a multitude of students who are
privileged to experience her teaching.
As stated earlier, each teacher is unique and full of intriguing learning. As a
researcher I was thrilled to have such rich experiences with these participants. In the next
section of this Chapter 4 will be the emergent themes from both phases of the interviews.
A myriad of examples will be shared to demonstrate the similarities and differences of
the teachers. These themes will provide insight into high-performing teachers and how
they negotiate self-efficacy in underperforming urban settings.
The themes will be organized according to the research sub-questions:
a. What are the personal self-efficacy practices used by effective Black teachers
in underperforming urban school settings?
b. How do these teachers adapt the concept of self-efficacy in their practices?
c. How are these practices distinguished in urban underperforming schools?
The emergent themes derived from this research will follow each question with which it
corresponds. These themes will be referred to as “primary” emergent research themes.
Besides the emergent themes that directly relate to the research’s sub-questions, there are
cross-cutting themes that emerged as well. These themes will follow the sub-questions
and themes.
Sub-questions and Emergent Themes: What is the data saying?
Through a deep analysis of the data, specific themes and sub-themes emerged to
connect the data in various ways. Below are the research sub-questions and primary
emergent themes from this qualitative research study. This section starts with the
participants’ definitions and descriptions of personal self-efficacy.
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While the first research question was specifically related to the teachers’ selfefficacy practices, I found it important to understand how teachers defined their personal
self-efficacy beliefs. In analyzing the teachers’ responses, I found that personal selfefficacy was rarely defined by a singular definition. All three teachers approached the
description and definition as an opportunity to discuss the “acts” of personal self-efficacy
and what it “looked” like. Based on their statements, self-efficacy can be seen in
everything you do. Personal self-efficacy is a set of actions. There were quite a few
similarities shared from each participant as well as unique attributes they each found to
be true in their beliefs. The most prevalent descriptors (sub-themes) included selfreflection and inquiry.
When teachers spoke of reflection, there were several references to “looking
within” and understanding how one’s actions impact the effectiveness of their teaching.
These teachers spoke of the personal responsibility they assumed and this responsibility
was grounded in their ability to take a candid look at themselves and to ask, “What could
I do differently?” Coinciding with this theme was deep inquiry teachers used to develop
clearer meanings of their actions and their students’ actions. This inquiry was used within
themselves, with other colleagues, and with students.
Defining Personal Self-Efficacy - “Who I am and What I do”
When Arnese was asked to describe her personal self-efficacy, she took a
reflective pause and thought about the past fifteen years as a teacher. She then started to
share her beliefs with me:
My personal self-efficacy. I would describe it as—it's something that I have to
consistently check on a regular basis. I feel at this point in my teaching career,
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after 15 years, I feel personally it's very high at this point because—I have to
check in with myself constantly to make sure that I still have that strong belief in
myself that I can impact the students.
I have to remind myself of the goal. I think [background noise 00:14:52] at this
point, personally, my self-efficacy is very strong because I remind myself about it
a lot. I think it's very important as a teacher to keep that in mind because that's
gonna make me a stronger teacher because it's gonna make me motivate my
students more. It's gonna make me encourage them more. If I know myself and I
have that belief that they can do it, then that's where I have to start each day.
It was obvious that there is something that she consistently “checks” to ensure it is
where it needs to be for effective teaching. Even as she described her personal selfefficacy, self-reflection emerged as an important component of her beliefs. Arnese went
on the say the following about her self-efficacy beliefs:
Well, what it looks like for me is, I would say it looks like for me in my
classroom, it looks like me being the model of being positive and kind of setting
that example for other students that I believe in myself. You all should believe in
yourself. I'm just the model. I try to be the model as much as I can for my students
as far as being encouraging to them. They see that in my conversations with them
and my conversations with my colleagues.
I think when they see me speaking with colleagues, that encourages them as well
because we have a really good relationship and it's important to build each other
up so we can keep our self-efficacy strong because when we have those

136

conversations, just kind of check in with each other to see… how are things going
in your classroom? What's going well with you?
We have those conversations and it shows through when I'm talking to my
students. They can hear the positivity. They can hear the encouragement. I push
them to do that with each other. They have a success. I tell them to give each
other high-five. They use encouraging words all the time. I think that really goes
through my classroom.
It is important to note that Arnese’s self-efficacy has evolved over time and has
not always been as strong. She has had to work on her practices and beliefs. I asked her
how her self-efficacy beliefs had been developed. Here was her answer:
I think it's been developed through the positive models that I have, that I have
around me. I have good friends in education. I've had good leadership at my
school that, when we speak to each other and we have meetings, we kind of
remind each other of the goal. That consistent reminder of why we're here and
how our own belief in the students, and our belief in ourselves, how that impacts
the students and their achievement. That constant reminder is just so important.
Much like Arnese, Vanessa was clear about how she “defined” personal selfefficacy. Her thoughts were centered on the foundation of her beliefs and the actions of
self-efficacy. Vanessa spoke about her positive disposition as a part of her self-efficacy
beliefs. When asked how she would describe and define her personal self-efficacy,
Vanessa stated the following:
Um, I know that I'm a very positive person, and so I think, uh—and also
optimistic. Um, so I think that that kind of gives me a perspective to look at things
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as a -- what do they say? -- the cup half-full as opposed to a cup half-empty. Um,
and so that, I guess, kind of perspective goes with everything that I do, whether
it's church or, you know, building relationships or anything like that. You know, I
try to see the best and the good in—in everything, and so—and I think that if I
were to do the opposite and—and—cuz I've met people that are—are—are
pessimistic, and they kinda look at things, you know, negatively. That—that kinda
changed their attitude and their demeanor.
And so my overall personality, period, is just, you know, bubbly and positive and,
you know, I like to smile. I like to, you know, meet new people. So that aspect, in
general, as far as how I am—that kinda goes with what I think and what I believe
about my career, my marriage, my church, my anything that I do. Um, so I—I—I
think that as far as me havin' a, um—a—a positive attitude and being optimistic,
that that just kinda leads me to believe that there's always something good from
this, that there's always, um, somethin' that I can do or somethin' that can be
motivated by or somethin' that can be—you know, have a positive outlook on
things.
It was interesting to know that Vanessa hones in on her positivity as we discussed
self-efficacy. I wanted to know more about that positive disposition and how it was
developed—especially since it was at the basis of her self-efficacy beliefs. Below is what
she shared with me:
Mm-hmm. Um, I would say they shaped me. They would shape how I think about
things. Um, growin' up, I experienced different things like playin' the—I learned
how to play the trumpet. I learned—I tap-danced. I did a lot of things through trial
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and error. I never thought of not being successful as a negative thing because I
knew I could always reflect and try again. My parents were big on trying again.
And I guess the positivity comes from my happy life. Um, there were a lot of
different, um—I—I went on different trips with my family. I got to experience
things and see things. Um, and so I guess I kinda looked at those things as things
that are good. Um, I feel like I had a—a—a healthy background with my—we—
growin' up in a house with both of my parents. They were married, you know.
Um, it was again, just me and my brother. I had my grandparents there all the
time. Um, so I guess my overall picture of life was that I saw things as—as they
were good, and so things that—you know, me growin' up in what I call a good
environment kinda helped me to just kinda be a good positive adult. Um, so I
think that that kind of shaped how I look at things. And I think that that has a
good, uh, impact, I guess how you grow up, because if you grow up with a—with
a—a—a parent who's always negative or a parent who's always telling you, "No,
you can't do this. You won't ever X, Y, and Z," that that's gonna form what you
think when you become an adult. And so havin' those experiences when I was
younger, when my parents always, you know, pushed me or they always made
me, you know, choose the right thing over the wrong thing, kinda formed, you
know, how I look at life today.
Vanessa’s positive upbringing helped to shape her self-efficacy beliefs that are grounded
in positive thinking and the notion that “good” can always be the end result and there is
always an action that one can take to impact any situation.
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The final participant from Phase 2, Renee, also described her self-efficacy beliefs.
While she framed her beliefs in actions, she seemed to have a system of her beliefs. Her
self-efficacy was grounded in a few “resources” she found to be essential in her life.
Those resources were grounded in her need to collaborate with others. It was important
for Renee to surround herself with people who would be honest and supportive as she
sought out new endeavors and goals. Renee, a very transparent interviewee, also valued
transparency in her “go-to” circle of support. When asked how she would describe her
self-efficacy, she stated the following:
I would say that if I have - if I have the right tools and the right go-to people, and
then able to be real or transparent about myself so that I can actually get the help
that I need to be successful. And the right go-to people and being able to be real
and transparent with them. I like honesty.
I asked Renee how honesty was related to her personal self-efficacy beliefs. Here is what
she stated:
That - that plays a part with the go-to people, people being honest with me. Um,
and it goes back to when—you know, some people don't want to be honest with
you about things cuz they think they'll hurt your feelings, but to be successful—
and you—and you're confiding in these people, okay? That's why I say go-to
people being honest with me and helping me because I'm open-minded like that to
receive things. You also need the right go-to people, uh, and the ability to be real
and transparent with those people so they can be honest with you around, uh, how
you're performing, how you're doing, you feel like—what is—what's the result of
having all those things in place? If I have all of those things, I have success.
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As I stated earlier, self-reflection was quite important to the participants and their
self-efficacy beliefs. Renee chooses to involve those she trusts to help her to reflect on
her actions and how she can improve. In talking with Renee, I asked her which aspect of
self-efficacy was most important.
I would say the resources, whether, uh, they're given or however—the resources.
If I had the, uh, right resources, but if I don't have the resources, I make the
resources.
I asked Renee how her self-efficacy developed over time.
Well, I know that, um, in order to be successful with anything, you got to
have - you have to have resources regardless to what it is, you know, and a
resource could actually be the go-to person if you're, uh, unsure about something,
um, you know. And having that person that you can go to get some advice from or
even, uh, motivation from and then someone being a supporter of you, you would
hope that somebody in that group would be honest and transparent with you if
they see something wrong where they could actually, um, suggest something that
would—uh, that you can do better, that I can do better.
Each participant described their self-efficacy differently, but the similarities were
that each person described reflection and ultimately, each teacher was clear that they
could impact their own self-efficacy through certain actions and behaviors. Their efficacy
developed over time.
In the next section of this chapter, the primary themes that correlate to the
questions will be discussed. The first question is as follows:
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Question 1: What are the personal self-efficacy practices used by effective Black
teachers in underperforming urban school settings?
Theme 1: being reflective: starting with the man in the mirror. Arnese can be
described as the kind of teacher whose personal self-efficacy is grounded in her belief
about her impact and her belief in herself. She developed these beliefs though being
reflective and rounds and rounds of trial and error. Over time, Arnese learned to take the
approach of constant trying so that she could get to her end goals.
I learned it mostly through just my own error because just being thrown in the
situation because I came from one school, so a very urban setting where I didn't
have that experience. I think just through my own trial and error, I saw that it's not
okay and it's not gonna work to think that they're gonna come in with that schema
that you can just start them off with grade level text and just start them off with
certain things that's just not gonna work.
I had to learn through my own error and say let me go back. Let me see how I can
build on what they don't know. What can I do better? Just seeing what didn't work
for me, being impatient, not understanding where they were coming from. I had to
self-correct and get myself ready to be just an effective teacher in that
environment.
This level of drive is essential to developing the perseverance needed to always
try no matter what. Arnese spoke of this drive during the interview. I asked her where
that drive originates from. She had this to say:
I really think that drive comes from my parents. I think that was something that
was instilled in me at an early age. It wasn't something that we sat down and
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talked about a lot, but I think it was just ingrained in me because I saw it in them.
I saw my parents working very hard. My father being in real estate and not having
just that getting up, nine to five job. He didn't always sell houses when he wanted
to, and sometime the market was bad, but I just saw him pressing on and just—no
matter what the situation was, I just saw that with them. It just got ingrained in
me. Even though we don't talk about it that much, I just really had that example
growing up.
Coupled with her unyielding drive and focus as a teacher, the “Petite
Powerhouse” is result-oriented—always keeping her goals in front of her.
Just having that end result in mind keeps me working and makes me think about
some students that I've taught when I first started in the school system. I wasn't
seeing all the results that I wanted at first. I just kept pushing, I just kept pushing,
and that motivates me. My own just knowledge of what the result is. Just kept
working with the students, kept trying to figure out what works best for them. Just
thinking back to that and how it helped me and how I saw results in the end. I just
think about that. I just take myself back to those times where I did not always see
what I wanted to see, but just kept working through it, working with the students,
and that really motivates me.
Vanessa also spoke quite about her reflective practices as a teacher. She described
an experience with a colleague that because the catalyst for her reflective practices in
teaching. The question started with her describing a situation that involved a student and
had a negative impact on him:
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And I guess this wasn't an experience from me, from my background, um, but just
bein' in education thus far, um, somethin' that was negative that I'm thinkin' about
in particular was there was a, um—someone on my team, um, who had this—this
student that no matter what they tried—contacting parents, contacting, um,
administration, uh, using different motivators or consequences in the classroom—
that this child just would not behave. And so I think when it came to academics,
they kinda let the behavior override the academics, and so they weren't as
connected with that child. And I say that because even if that child, you know, did
not wanna behave on any given day, you still have to find something in that child
that's gonna let me grasp onto to that to—to use that as a motivator to be able to
still teach that child. And so I—I think that as far as academics, they just kinda,
you know, could care less whether or not the child did their homework or care
less whether or not the child, you know, made a five-point gain on their test, could
care less, you know, as far as anything that the child did academically because his
behavior was so bad. So I think that was negative. It made me be reflective,
always wondering, am I like that teacher? Am I seeing the potential in every
student?
This instance seemed to really resonate with her as she believed the impact on the student
was negative. She described it this way:
Um, I—I don't think that he—he—he reached his full potential. I don't think that
he made as many gains as—as he could. Um, he was smart, but—but even in that
instance, you should still be able to challenge a child. And so by the end of the
year, that child should be exceeding on, like—on—on their grade level. You
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should be able to push them. Of course, if they're on a—third/fourth grade
already—level in the third grade, then by time they leave you, then they should
now be on a fifth/sixth grade level. But I don't—I—I—so I think that it stifled his
growth, if that makes sense, just because they didn't pay that much attention and
challenge that baby as much as they should. I decided then that I would be the
type of teacher who could really show growth in my students no matter what kind
of students I had. I just feel like there’s something you can pull from them in the
end that is a positive factor.
Vanessa was also a very reflective practitioner. She talked about how she reacts
when she is faced with a difficult situation and she does not have the support she needs to
move forward. In this example, Renee not only spoke of her reflective nature, but also
relentless drive as a teacher.
Then it means that I can't - I can't get frustrated. I can't give up. I have to pursue
other areas, and that may mean getting back to my research or reaching out to
other people and not just limiting myself to one person or two people, you know.
Stretching it, um, networking with more people. I reflect and see what I need to
do the next time.
As Renee talked about effective teaching practices (which will be unpacked in
depth later), she shared an example of being reflective:
An effective teacher's gonna make sure that her children, her students are
assessed, um, whether it's through formally or informally. I always reflect. And
then after that, after, um, the assessment, the teacher is looking over those scores,
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looking at what a student has done, and planning to move forward, based on those
results.
In the focus group, the teachers also shared that self-efficacy is grounded in being
and taking a closer look at one’s self to make shifts and changes in personal practices.
Lisa shared that without a doubt, self-efficacy involved reflection:
For me, self-efficacy definitely deals with bein' reflective, consistently reflective.
Goin' into my 17th year as an educator I realize that I'm never too old for—I never
become so complacent in my ways because there's always something new, some
new trend, some new idea, some new concept. The children that we teach are not
the same children I taught 17 years ago. I mean, they are definitely a different age.
In order for me to be as effective on their level, I hafta be constantly reflective. I
hafta be constantly researching. I hafta be constantly cognizant of what's goin' on
around me in order to stay fluent with them. Therefore, to promote self-efficacy I
hafta be a constant or a continuous learner. Someone that’s continuously
reflective. Someone that's continuously knowledgeable or wanting to seek
knowledge, being a reflective educator basically. Even when dealin' with my own
personal life, I'm constantly seeking outside advice or feedback to know, okay,
what do you think about this? Did it perform well? If it did not perform well, how
do you think I could change it to be affecting the ideals or customs and tweaking
them to my own to fit my needs?
It's the same thing with the students, taking what they have and sticking whatever
I know to it is gonna help them grow, which in turn helps me grow. It's just being
totally reflective, totally open, totally transparent makes it a strong component
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when it deals with self-efficacy knowing that there's just no one way to reach
every child. Knowing that all children are capable of learning, we just hafta go in
and just like all people can learn something, you just hafta be able to reach them
at their level, and then help them grow from their level.
These examples from the teachers truly articulate the importance of self-reflection
as it relates to personal self-efficacy. Each teacher believes strongly that to be successful
and to demonstrate personal self-efficacy, one has to incorporate self-reflection into their
practices regularly.
Theme 2: if you’re not asking questions, you’re not doing something right! In
all of the interviews that I conducted for this research, inquiry emerged as a primary
theme. In this research, inquiry involves seeking answers, finding the truth, and
investigating. Each teachers’ self-efficacy has been strengthened by their desire for
knowledge. Inquiry and self-reflection are intertwined because inquiry is the mechanism
used to develop the trait of self-reflection. In the focus group, Asha talks about how she
uses inquiry in her everyday life and how it looks:
Again, I'm gonna say I'm a very reflective person. I'm constantly watching and
listening to what I'm saying and doing and how what I'm saying and doing is
affecting the people I come in contact with. Like I said, whether it's my students,
whether it's the teacher team that I'm on. Also even personal, my family. I kinda
say, you talk to yourself, so I'm constantly having conversations with myself
saying, okay, did that work? No, that didn't work. I'm quick to go to someone and
say this is what I did. This is what happened. This is what I did. Can you give me
some feedback? I'm constantly seeking feedback on ways to improve myself.
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Because I know if I improve myself as an educator, as a teacher leader, as a
school leader I know that I'm going to continue to grow. In order for my children
to grow, in order for my teachers to grow, in order for my team to grow I hafta
continue to grow, so I look at that as my big self-efficacy piece.
Another teacher, Vanessa, talked more about how she uses inquiry in her daily
teaching. She includes the concept of collaboration to strengthen her practices. Asking
questions from her colleagues supports both her and her students’ growth.
I was just gonna piggyback a little bit off of what you said, Asha. As far as being
able to ask questions and seek out others, I think for me, just even bein' in the
classroom as a teacher and just thinkin' about a specific skill, like maybe you're
talking about specific shapes, octagon or whatever, okay. Goin' to another teacher,
okay, what did you do to teach this cuz my kids whatever I said maybe did not
come across to them the same way that you said it, so what did you say? I'm not
afraid to go next door and say, well, how did you teach that? Then just kinda
piggyback and collaborate with my team. I think for me personally that helped
me, talkin' with other people and seein' how they kinda taught it. If it was
different, if they said something, and what can I do to go back and take it in my
classroom? Vice versa if my kids perform really well on this, okay, so I can help
somebody else and tell them what I said.
Inquiry, asking questions, to seek out truth and understanding also emerged as
Renee talked about her practices. In this case, she talks about her approach with her
students. She always asks her student “why” so that they are held accountable for
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understanding the concepts and so they can think critically. Here is how she described
what happens in her classroom on a regular basis:
I always ask them why. You know, you have to justify. You just can't give me an
answer. And then sometimes, based on their responses, I may generate another
question. And then, um, I make them—like I said, we have multiple choice.
Sometimes, I tell them to tell me why you didn't choose that answer. Where did
you find this then? You have to pinpoint. You got to say page this, that, and the
other. So always mainly justifying why they chose something or why they did this
or that.
Inquiry is a major way in which teachers practice self-efficacy. Asking questions leads
them to greater understanding, which in turn leads them to clarity and clarity leads to a
clear pathway towards the ultimate goals.
Theme 3: the glass is always half full. Throughout the conversations with the
teachers (both during Phase One and Phase Two), it was evident that they used positivity
as a part of their personal self-efficacy as well as a catalyst to build their self-efficacy
beliefs. They would often speak of difficult situations as being opportunities for
improvement, thus seeing the glass half full versus being half empty. These teachers
believed in the greater good and that the focus on positivity would lead to positive
outcomes. When Arnese spoke of her college tutor and her impact on her as a student,
one of the key things learned was being positive in every situation. “There’s always
something you can do.”
I just remember that she never gave up. She just kept asking me questions, kept
encouraging me, letting me know that I was gonna get it, and ultimately, I did. It
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just took several sessions and I finally got a B in algebra, which was really good
for me cuz I was always struggling in it in college. That really helped me because
from then on, even when I had something that was very difficult, I knew that,
“Okay, it may be hard right now but I can get some help. I can keep working on
it. I can keep pressing through”, and that's exactly what I did throughout college.
She really sparked that with me, and that was my freshman year.
This tutor left a lasting impression on Arnese to not only remain positive and
know that she can have a positive impact, but also to persevere in the face of adversity.
She connected this positivity to her practices in the classroom and how self-efficacy
“looks” like. She further discussed how this positivity impacts her interactions with
colleagues. Here is what she shared:
Well, what it looks like for me is, I would say it looks like for me is in my
classroom, it looks like me being the model of being positive and kind of setting
that example for other students that I believe in myself. You all should believe in
yourself. I'm just the model. I try to be the model as much as I can for my students
as far as being encouraging to them. They see that in my conversations with them
and my conversations with my colleagues. I think when they see me speaking
with colleagues that encourages them as well because we have a really good
relationship and it's important to build each other up so we can keep our selfefficacy strong because when we have those conversations, just kind of check in
with each other to see how are things going in your classroom? What's going well
with you?
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Vanessa also shared that her positive outlook is a major factor in her self-efficacy beliefs.
She incorporates this perspective in everything that she does.
Um, I know that I'm a very positive person, and so I think, uh—and also
optimistic. Um, so I think that that kind of gives me a perspective to look at things
as a—what do they say?—the cup half-full as opposed to a cup half-empty. Um,
and so that, I guess, kind of perspective goes with everything that I do, whether
it's church or, you know, building relationships or anything like that. You know, I
try to see the best and the good in—in everything, and so—and I think that if I
were to do the opposite and—and—cuz I've met people that are—are—are
pessimistic, and they kinda look at things, you know, negatively. That—that kinda
changed their attitude and their demeanor. That keeps them from believing in
themselves and from trying their hardest. They may give up if something is too
hard for them. If you maintain optimism and positivity, you keep trying.
During the focus group, maintaining a positive outlook also showed up as a theme
regarding the teachers’ personal self-efficacy. Renee shared the following example of her
approach to a student with challenging behavior. It is clear that no matter what, she was
driven to support this student all while maintaining a positive outlook:
I would say as for me I don't give up on them first of all. I do whatever it takes
without compromising my job. I look for the potential within them. I keep that
positive outlook you need for every student. If I see them—and I'm the type with
my students I tell them I don't expect for you to go from a F to a A. I expect you
to go from a 60 to a 65. I just need to see the growth. That way, that's when I see
the potential in the students. I'll just say this quickly. At the end of this year, one
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teacher was tired, whatever, got frustrated with her student. She had him the
whole time so the discussion—and this is like two weeks before school is let out.
She said, “Well, the other teacher doesn't want him because he disrespected her”.
I was like, “Well, he has disrespected me too.” Anyway, they put him in my
classroom. He's a busybody, but I got him to do the work. You know what I told
him? I said I wished I had you at the beginnin' of the school year. All it takes is
lookin' at 'em, just let 'em be who they are and chime into that. I told him I said I
wished I had you. I mean, he's a busybody, but I could get him to do his work,
and it was giving him that positive attention that he needed. I would talk to him,
build that relationship. I would say to him, okay, we hafta do this. We gotta do
this.
Throughout the interviews, it was clear that each teacher used being positive as
part of their self-efficacy. The positivity influenced their drive to persevere and to be
relentless. This was evident in how they approached their work and how they interacted
with students and colleagues. Seeing the glass as half-full versus half-empty was an
important aspect threaded throughout this research.
Question 2: How do these teachers adapt the concept of self-efficacy in their
practices?
Theme 1: let’s relate before we educate! In the original definition of selfefficacy, it refers to the “judgments about one’s capability to organize and to execute a
course of action needed to attain a goal” (Bandura, 1991, as cited in Hanks & Beier 2012,
p. 318). Teacher self-efficacy is defined as the belief in one’s capabilities to determine
positive outcomes in even the most difficult students (Khan, 2012). One can also define
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teacher self-efficacy as “one’s belief in his or her ability to organize and execute the
course of action required to successfully accomplish a specific teaching task in a
particular context” (Tschannen-Moran et al., 1998, as cited in Siwatu, 2011, p. 117). In
this section, the above research question will examine the research findings related to
how teachers adapt self-efficacy in their practices. This section will examine the research
finding specific to the participants’ adjustments made to self-efficacy to meet the needs
of the environments in which they work. Each participant’s environment is urban as
defined in Chapter 2. See definition below:
Urban schools are generally defined as “inner-city schools” or schools within
“large metropolitan regions (Milner, 2010, p. 67). Furthermore, it is important to note that
urban schools are comprised of various characteristics. Those common characteristics
include:
a. Increased bureaucracy due to the size of the school district, which results in a
disconnect from the communities in which the schools were designed to serve.
b. Disproportionate funding which results in scarcity of resources.
c. Diverse student populations with diverse needs (Weiner, 2003).
As researched in Chapter 2, self-efficacy is developed in three distinct ways:
Mastery experiences. When a person is able to repeatedly experience success at a
particular activity, his or her self-efficacy is increased towards future efforts.
Vicarious experiences. Milner (2002) wrote that “vicarious experiences are those
in which someone else models the tasks in question” (p. 29).
Verbal/social persuasion. “This may entail a ‘pep talk’ or specific performance
feedback” (Milner, 2002, p. 29). “The potency of the persuasion depends on the
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credibility, trustworthiness, and expertise of the persuader” (Bandura, 1997, 1986, as
cited in Milner, 2002, p. 29).
Physiological and emotional states. “In activities involving strength and stamina,
people judge their fatigue, aches, and pains as signs of physical debility” (Bandura, 1994,
p. 372). In addition, one’s emotional state is also a factor in the development of selfefficacy. “Mood also affects people’s judgments of their personal self-efficacy. Positive
mood enhances perceived self-efficacy, despondent mood diminishes it” (Bandura, 1994,
p. 372). Making alterations to both physical interpretations and emotional states can
enhance one’s self-efficacy (Bandura, 1994).
In the research, these four ways in which self-efficacy is developed seem to be the
most prevalent. Little to no research speaks of teachers’ need to have a positive
relationship with students to enhance self-efficacy. In each case—particularly in Phase
Two, each participant believed in the importance of having strong positive relationships
with students as a catalyst to strengthen their self-efficacy. Having this condition in place
resulted in their affirmative belief to positively influence their students’ learning.
The above method of development (4: physiological and emotional states)
presents an opportunity for adaptation to the development of self-efficacy. While
physiological and emotional states allude to one’s physical or mental stress that is related
to a task, building relationships speaks to a relational condition needed to positively
influence self-efficacy. As the high-performing teachers shared how they attain success, a
major theme emerged around teacher/student relationships. In the focus group, teachers
talked about the importance of getting to know their students, being open, and sharing
their experiences. Jordan spoke about her personal experiences as a mom and how that
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influences her teaching. Relationships are quite important to her.
My son is ADHD so of course when—I feel like at the beginning of my teaching
career I don't feel like I always had the patience I needed. In havin' my son, it
made me immediately go out and start researching and get a better understanding
of how to best support him. Of course when I get to work this year, my principal
decides he wants to start clustering a lot of the lower babies in my class to help
with foundational reading skills, so I have a whole class full of 'em almost this
year. That immediately it makes me start of course gettin' to know who they are,
what their strengths and areas of growth are. Again, when I look at children
sometimes, I see my son, sometimes I see me. Because life wasn't always perfect
growin' up. However, I had to focus. I was able to take care of myself ultimately
in spite of circumstances. I share part of my story with them. There were some
days I would just stop teaching. I said look y'all I understand. I was the same way.
I would share my story. I could write a whole book about that question. I'm sorry.
I'm gonna stop though, but that's my passion right there, and I understand.
Jordan later stated that getting to know her challenging students on a personal
level and allowing them to get to know her increased her self-efficacy. This eliminated
barriers that could otherwise stand in the way of teaching and learning—especially in
urban environments. During the Focus Group, another participant, Renee, talked about
the importance of getting to know her students and how that adapts and impacts her selfefficacy:
I'll just say this quickly. At the end of this year, one teacher was tired, whatever,
got frustrated with her student. She had him the whole time so the discussion—
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and this is like two weeks before school is let out. She said, “Well, the other
teacher doesn't want him because he disrespected her”. I was like, “Well, he has
disrespected me too”. Anyway, they put him in my classroom. He's a busybody,
but I got him to do the work. You know what I told him? I said I wished I had you
at the beginnin' of the school year. All it takes is lookin' at 'em, just let 'em be who
they are and chime into that. I told him I said I wished I had you. I mean, he's a
busybody, but I could get him to do his work, and it was giving him that attention
that he needed. I would talk to him, build that relationship. Okay, we hafta do this.
We gotta do this. That was fun, and we deal with challenged students all the time.
We hafta appreciate children in that they're different. Boys do not learn like girls
in my opinion and even research. I mean, people sit down and be quiet. No, that's
not always gonna be the solution. You hafta get to the core of the problem. You
gotta know who they are.
These relationships help teachers to move past the challenges they have so that
they are able to reach students and impact their learning. The teachers feel that this ability
to build relationships is a critical component. Vanessa talked about African-American
boys in her class and the importance of relating to them:
I think it kinda gave them, I guess, kinda a sense of importance and it kinda built
their self—self-efficacy. Um, cuz I think being effective not only just goes with
your instruction, but it also goes kinda with your ability to be able to relate to the
students. Um, and so just both aspects academically and then non, I think that the
African-American boys in my classroom—they wanted to learn. I think they,
um—they made some gains. Um, let me see if I can—cuz I'm thinkin' about one
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boy in particularly that gave me trouble all year. Mark. He made a 90 for his quick
score, and I was, like, "You're kidding." I was, like, "No." And, you know, 90, of
course—that was the cutoff for math. But just seeing him because when I tell you
that baby gave me some trouble!
I was intrigued by the teacher’s description of the student’s behavior. I asked her,
“What do you mean by ‘trouble’?” She answered:
Um, I mean just—if I could just pick, you know, just a few things that he did.
Throwin' food in the cafeteria. Not doin' his homework. Um, sayin' mean things.
You know, I was real big on that. You know, "We don't talk mean to our—our
friends in the classroom at all." Um, "Everyone's straight in the line, but you're the
only one turned around talkin'." "You're the only one out of our square." Um, so
just different things like that where I always had to be on my P's and Q's with
him, but for him to get a 90 on TCAP—oh, yeah! That made me happy.
I asked the teacher how she may have influenced the student to make him achieve
a 90 on TCAP, which was an advanced score. Here is what she shared with me:
Um, I—I—I—I think—cuz for him, cuz he was a talker, so I allowed that. I
allowed them to be able to have at—parts of the classroom where you could talk.
So in our small groups, I might ask you a question. Okay? And then I'll let you
give your spiel, but then I'll go to you and—and I'll say, "Okay, well, what do you
think about that?" "Well, I agree with Such-and-such because—" So I guess I
kinda encouraged debate. I knew what he liked so I encouraged that. And so bein'
that he liked to talk, he liked to be right, he liked to share his opinion, he liked to
kinda, you know, again, be right—him havin' opportunities to debate with his
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classmates or—or tell why he thought it's this—that was good for him. Even if he
was wrong and somebody else said, "Well, no, what about—" Then he'll say,
"Ah!" You know? So I think that helped him. I think it helped him to—to actually
have the manipulatives in his hands. I think it helped, um, him to do experiments.
It took some time, but I really got to know who he was and, you know,
incorporated that into my lessons.
Um, and so I guess all those things together kinda made the learning stick with
him, and then also, again, you know, I kinda created an environment where you
have to try. You have to, you know, be able to show what you know. You know,
even if you think you're wrong, tell me. What are you thinkin'? If I—if you don't
tell me what you're thinkin', how can I know? You know? So I think all of that
together kinda—kinda pushed him. Getting to know him and having those
expectations. If I give you what you need, you have to try. It was kinda give and
take.
This teacher seemed very proud of her accomplishments with this particular
student. She was convinced that if she worked towards getting to know her students, this
could positively impact their learning. Vanessa continued to share the following later in
the interview:
I think finding out who they are and what they like helps. Um, because I
know who they are and what they like, then I can give them something to
motivate behind that. Like if I know that you like Takis, then we're havin' this
class competition, and so what is my reward gonna be, you know, once you meet
your goal? Well, it's gonna be Takis, as opposed to, you know, me goin' to Dollar
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Tree and gettin' light-up pencils or somethin'. Well, you're more motivated by
Takis than you are these light-up pencils, so why not get you the Takis?
I think they try a little bit harder—[laughter]—cuz they're—they want
that. They know that the end result—not only, you know, am I going to get a,
uh—if our goal is 80 every time we take our test, not only am I gonna get an 80
percent on my test, but my teacher's also gonna give me these Takis. So that's just
like a two-for-one. [Laughter]
Another participant, Arnese, also discussed the importance of knowing her
students. She was clear to state that this impacted her effectiveness as a teacher. Below is
what she shared during her in-depth interview (Phase Two):
To be an effective teacher, that encompasses just so much. To be effective, you
have to first know where your students are. In the beginning of the school year,
you have to really get to know where they are as far as their reading level, their
math level. You need to get to know them as a person. I think it's very important
to get to know their learning styles because all the students are gonna come to you
in very—just very different. They're gonna be kinesthetic learners; you're gonna
have different types of learners in your classroom. I think knowing where they are
and their type of learning style is very important. To me, in order to be effective,
you have to have the tools. So if I know a student is struggling in reading, I have
to have those best practices that are gonna be—that's gonna lead the students to
where they need to be. They are children, and teaching has taught me that they
just come with so much on them. You never know what's going on in their lives,
why they're not motivated, why they are behind as far as reading or interest or
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motivation. You never know why, so you have to learn why. Working with all
types of students just taught me to find ways to connect. There's always ways to
connect with the students no matter what, and just to stay positive, and just to
keep pushing forward no matter how low they come to you. When I put those best
practices in place, that's being effective. That's making sure that the student is
going from where they are, whether it's a low reading level, to the goal that I set
for them. To me, that's being effective when you can pinpoint what they need and
you consistently work with them and you check back and you track their growth.
This teacher not only shared the importance of getting to know students
personally, but also knowing them academically. Since all stents are different, it is the
teachers’ responsibility to cater to those differences to meet the students’ needs. It is clear
that high-performing teachers adapt their self-efficacy by building relationships with their
students and meeting the needs of the “whole” child. This increases their ability to be
impactful as students respond positively to strong relationships with teachers.
Theme 2: teacher effectiveness: we know exactly what it is… so we do it! The
high-performing Black teachers in this study believed there are clear indicators of
effectiveness and this impacts their personal self-efficacy. Self-efficacy is also adapted by
teachers’ levels of effectiveness. As they become more effective, their personal selfefficacy becomes stronger and more apparent in their practices. Each teacher had their
own definition of what it means to be effective. Renee shared that being effective meant
being resourceful, well-planned, and to differentiate.
What does it mean to be an effective teacher? Being an effective teacher is one
that, uh—well, let's see. Okay. I would say an effective teacher is one who sits at
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school or at home and plan out plan out, um, a lesson with the students in mind,
um, the different levels that they may be on, and prepare and search or seek out
information, activities, lessons to, um, reach each student so there will be
differentiated work for, uh, the student.
And in the classroom, when the, um—in that setting with the students, the teacher
is making sure that the students are aware of what will be taught, what is expected
by the end of the lesson, and been, um—as the lesson is being, um, taught, the
teacher is not only teaching, but she's observing as well, making sure—uh, an
effective teacher also has her materials prepared beforehand so that there's no
interruptions, um, no—well, I would say minimal downtime for the students. An
effective teacher's gonna make sure that her children, her students are assessed,
um, whether it's through formally or informally. I always reflect. And then after
that, after, um, the assessment, the teacher is looking over those scores, looking at
what a student has done, and planning to move forward, based on those results.
Later in the interview, I asked the teacher to explain how her effectiveness
correlates with her self-efficacy. She said:
My self-efficacy is related to making sure that I’m prepared. The more prepared I
am, the more effective I can be as a teacher. If I need to research a lesson, I will
do that because it will impact how strong I feel I can implement the lesson I need.
So being an effective teacher, and when I'm planning, I'm gonna make sure that I
have the proper resources, or if I need a go-to person for more support—it helps
me to be an effective teacher.
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Renee’s last sentence, “It helps me to be an effective teacher,” demonstrates how
she adapts her self-efficacy by increasing her skills as a teacher. This adaptation or shift
relates to the development of self-efficacy. Vanessa also shared her criteria for being an
effective teacher:
I think to be an effective teacher, first and foremost, you have to know the content
because if you don't know what you're teaching, how can you teach someone
else? Um, I also think that you have to know who your students are. You have to
know how they learn best. You have to know what specifically works for them,
and I think you have to know how to get the lesson across. Um, you could very
well stand up and—and tell, you know, "This is how you find an equivalent
fraction," but that's not going to necessarily relate to all of your students. You
have to be able to break things down to be an effective teacher. You have to be
able to understand what the students are thinking. You have to be able to adjust
your instruction because you very well could create a plan and say, "Based off of
the content, this is what I'm going to teach and how I'm going to teach it," but
when you real-time get in that classroom, and it doesn't go the way that you think
that it should go, you have to be able to pull from your teacher repertoire and
adjust it to fit the needs of your students. Um, I think an effective teacher has to
know her students. You have to know the one that's not gonna respond. You have
to know the one that's, um, going to need to sit in the front. You're gonna have to
know the one who, um, might know the answer but won't say anything. You have
to know the one, um, who, you know, doesn't know the content after you've
taught it.
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So you have to know everything about your kids so that when it comes to, uh, you
know, adjusting your instruction, you can know, "Okay, these are the students
right here that I'm gonna pull again for a small group. These are the students that
need to be re-taught." If you don't know that, then, you know, that's gonna give
you, um—you—you won't be able to push your students. And I—I—I think as an
effective teacher, you also have to check for understanding on a daily basis. And
it doesn't always have to be formal. It can be, um, an observation. It can be a
quick, you know, Whiteboard, "Show me—" You know, "We're going to do
problems one through three." Um, but if you're not constantly checking' with your
students to make sure that—that—that what you're teaching is clear, um, then I—
I—I—I won't—I don't think that that's as—that—that considers, uh, to be an
effective teacher. I also think that you have to, um, utilize as many resources as
possible, whether that's technology, whether that's a song, whether that's
manipulative, whether that's, um, you communicating with the parents. You
know, "This is what, you know, we were teaching, but Johnny still doesn't know
this." Um, I think you have to, um, be able to work well with your teammates
because—and, again, that goes back to my —my idea about collaboration because
you very well could have taught somethin' one way and your students didn't get it.
Well, somebody else could've relayed it to their students a different way, and they
got it. So you have to be able to collaborate, um, and I—oh, go ahead. And I think
effective teachers kind of, um, uh, do what they need to do to meet the needs of
all their students. And I—and I say that because whether it's small groups,
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whether this part of the lesson needs to be whole group, you have to be able to
form your day and your lesson to fit everybody.
Vanessa shared quite a few characteristics that define an effective teacher. These
characteristics have been developed over time and impact how well students learn in the
classroom. Arnese even shared a time when she felt she was most effective as a teacher.
Below, she describes how her effectiveness in action brought her urban classroom to life
and the passion she infuses each day with her students:
When I was in—a couple of years ago, when I was working in a school where the
students that came to me were struggling in a lot of areas. It was some wellperforming students that came to me. I think that just knowing that they were
coming in behind made me work extra, extra hard to make sure that they learned.
I think that was the year that I was most effective because I made sure that they
had everything they needed. They had a variety of texts. They had tutoring after
school. I was doing a lot more in terms of staying later, tutoring students, coming
in the morning tutoring students, making sure that my reading block was
differentiated. I saw a lot of growth.
Arnese went on to describe a student from that same year in which she had the
most pride. Her efforts plus the students’ efforts resulted in great success.
During the year that I just spoke of, I can think of a student. Her name was
Dalasia. This was still second grade. She came to me. Her reading level was a 1.4.
So that was the first grade, fourth month. It wasn't extremely low. I had seen
lower. But I just remember her in particular because she was kind of—she just
lacked motivation, and I didn't see that drive in her that I wanted to see. I just
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stayed with her and I consistently motivated her and I pulled books that I thought
that she would like.
She was into the "Jenny B. Jones" books, and so I pulled a lot of those. She took a
lot of AR tests and I encouraged her to reach her goal. Every quarter, she had a
goal set for her. I tutored her after school, and she stayed later than anyone else. I
can just remember the excitement and the look on her face when she took the
STAR Reading Test and she saw that it had gone up to a 2.1. She was so excited
and I was just screaming happy for her. We just really celebrated together. By the
end of the year she was at a 2.9. She was just very happy. I was just so proud of
her. Her mom was so proud. I will just, would never forget her because I just
didn't see the motivation in the beginning, and it just grew. It's like a light bulb
just tuned on in her after a couple of months in class.
Arnese’s articulation of her effectiveness is a clear example of how she adapted
her self-efficacy through her efforts. She became a better teacher and the result was
significant student growth. In this example, the teacher also made an effort to know her
student—which speaks to her relationship-building skills as well. High-performing
teachers not only understand self-efficacy, how it is formed, and its impact on students;
they also know how it should be adapted in their work settings.
Question 3: How are these practices distinguished in urban, underperforming
schools?
Theme 1: little Black boys and little Black girls. In all three of the Phase Two
participants’ experiences, Black students were the majority within their urban
environments. While most the interview questions related specifically to urban
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environments, I wondered about Black students and what different strategies (if any)
were implemented to ensure students’ success. Given that all teachers are Black, I
believed it was critical as the researcher to allow their perspective on Black students in
urban environments to inform this research. Specifically, I asked the teachers the
following questions: “When you think about the strategies that you generally use, are
there additional characteristics of effectiveness as a teacher needed in urban settings with
African-American students? Are there other characteristics to be an effective teacher that
you know you need?” In each case, all teachers’ responses were the same, yet different.
In general, they each believed that Black boys and Black girls in urban environments
needed something different. Each teacher articulated this difference in their own unique
way. Arnese shared the following with me:
I think character-wise you have to be patient and you have to be understanding
because you're not gonna always get the students who have that strong
background knowledge that you may have seen in other settings.
You have to be very understanding that they're coming from a place where they
don't have that background knowledge. It's your role to build that up. You build
the foundation just like a house. You have to build a foundation for them before
you can build upon that.
The understanding and the patience has to be in place because you'll become very
discouraged if you're not understanding. Again, you don't know ahead of time that
it's gonna take a lot of work. It's gonna take patience. It's going to take building
them up from the very beginning.
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After listening to her, I probed even more. How did she come to realize that these
characteristics were most important?
I learned it mostly through just my own error because just being thrown in the
situation because I came from one school, so a very urban setting where I didn't
have that experience. I think just through my own trial and error, I saw that it's not
okay and it's not gonna work to think that they're gonna come in with that schema
that you can just start them off with grade level text and just start them off with
certain things that's just not gonna work.
I had to learn through my own error and say, “Let me go back. Let me see how I
can build on what they don't know. What can I do better?” Just seeing what didn't
work for me, being impatient, not understanding where they were coming from. I
had to self-correct and get myself ready to be just an effective teacher in that
environment.
The essential characteristics would be patience that I spoke of, content
knowledge, having just a strong understanding of the content, to be able to present
it in a variety of different ways. Because if you don’t' have that strong base
already as far as what the content is and what the objectives are, then it's gonna be
very difficult to show them different ways to get to the same result. I think
patience, content knowledge, and just very strong instructionally having best
practices in mind and techniques that's going to encourage a variety of different
learners.
Vanessa also agreed that Black students in urban environments needed something
“different.” She talked about teacher creativity, providing hands-on experiences, and
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encouraging students to own their learning. Here’s how Vanessa articulated what she
believed:
You have to be very creative. Um, and I say that because I think that it—for—for
the age of—or the new age, I guess, students that we teach now, is that their
interests are different. The things that they participate in are different. Um, and so
you have to be able to be creative in teaching them. Standing in front of them and
giving them a lesson about—which is not to say that it's not important—but, you
know, relating them—and I don't even know. I'm pretty sure they probably still
teach Shakespeare, but, you know, that's just somethin' that they probably could
not, I guess, or—or have an interest to want to learn about.
So you have to be creative in what you are presenting, how you're gonna present
the content to them. You have to be able to give them motivators. I think you have
to give them, in an urban setting, somethin' where they can, um, have hands-on;
somethin' where they are able to manipulate it or fix it or think about it or inquiry;
or, um, um, somethin' where they really can own their learning, um, and—and
have a sense of "Why am I learning this?" Because even in, you know, our—our,
again, new age children, um, you know, with—with dropout rates being what they
are and, you know, just—just not so much, I guess, um, having that survival
mode, um, that my first priority, um—that my first priority may not be, you know,
to get an education. Um, so I think that you have to be creative. I think you have
to make it meaningful and purposeful for them, be able to, um, relate it to their
personal life. "Why—what is the purpose for me learning this? What—what—
how is this going to relate to something that I want to do?"
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As she spoke, the word “motivators” really resonated with me. I wanted to know
more about why she felt Black students’ needed this in their education and learning.
Mmm. [Clears throat] I think they need those motivators because so many times,
I think that they're thinking about other things besides education. Um, I think
they're worried about—I mean—I mean sometimes you—and I—this even
happened as far as some students that were at my past school, where they're kind
of like the—I'm not gonna say homemaker, but they've got younger brothers and
siblings that they have to take care of when they go home. So that, for you, is a
priority.
Well, if that's your priority, where does your, you know, education come in—into
play? So you have to be able to kinda motivate them so that they see the
importance behind this. Yes, these are the things that, you know, based off of your
family background, that you have to do and take care of, but at the same time, you
still have to have some goals set for yourself.
So I think that motivators kinda give them that push and that extra "uumph," I
guess, per se, behind them to want to learn, to want to turn my homework in. You
know, "Well, I—when I go home, you know, if I—if I have to cook for—for my
brothers or sisters or whatever, you know, I'm not gonna have time to do my
homework." Well, you have to have something behind you that's gonna motivate
you to want to do it.
As we continued with the interview, I asked her for examples of situations where
students might need hands-on experiences. Vanessa was clear to make the connection
between societal norms and how those norms impact the way students learn best:
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Well, the children that we have now—they—video games. You know, all those
things are hands-on, and those things are—the images on a screen and all that
kind of stuff kinda catches their attention. Um, so them even having that, um—I
don't know what's the word, but it's almost like vis—vis—visuals and things are
always—like, their minds are always constantly racing. So I think that having,
um, hands-on things will keep them attentive. I think the hands-on things will,
um, kinda help them, I guess, per se, own their learning. Um, and—and I—I think
that that's a way to kind of reach the African American community.
Finally, we discussed how students need to own their learning. I needed her to
explain this more clearly. Why does this matter in education?
Because it's not just something, you know, that I have to learn for the third grade,
and then once I go to fourth grade, then it's over with. You know? Everything we
did this past year is done. Um, them havin' a sense of ownership kinda gives them
a sense that "This is something that I know how to do, that nobody can take this
away from me. When I see it again, I can relate, 'Oh, yeah. I learn—I already
learned how to X, Y, and Z.'"
So I think that that's, um, important for them to do. I think that that's important for
them to—to—to have that, um, sense of—of—of independence and—and, you
know, learning how to do something so that they can relate it to not just math
class but when it comes to science or, um, any other, I guess interde—inter—
um—dependent subject.
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Once Vanessa clearly articulated the characteristics she felt were essential for
Black students, she later described a scenario in which these characteristics were
implemented:
Uh, the class that I most recently just had, I think of the 20 children, there were 8
girls. And so I think I had, of my boys, probably three—no, no, probably five of
them were not African American. And so with this particular class, me teachin'
math, learnin' about who they were, what they like, watchin' 'em outside, how
they play, I knew that it had to be somethin' that I had to do. And I—I'm not
gonna stand on a chair, you know, jump upside down, you know, so that they pay
attention, but to really get this group to focus on what it is that we were doin', I
had to keep—get them out of their seats. We had to use counters, two-sided
counters, two color-sided counters. We had to do small groups. I had to pull in
actual, uh, cups, Capri-Suns, milk jugs, things like that, when we doin' capacity. I
had to pull in videos. I had to pull in everything that had to do with, um, I guess
an additional resource to get them to pay attention because of—if—if not, they—
they weren't—they were not focused. They weren't engaged. They weren't—they
could care less about what I was talkin' about—because they—they really didn't
have, I guess, somethin' to—to—to catch their attention. So I started listening to
their conversations. Um, just—I mean me listening to them talk to each other.
They talk about, um, wrestlin'. They talk about, um, what the new game is at
GameStop and things like that. And so their conversation about the things that
they like to do kinda triggered me to say, "Okay, well, if these are the things that
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they like, this is what I can do to, you know, enhance their atten—attention when
it comes to doin' word problems. I can stick a name in there."
You know, um, like the Pokémon. "There were 72 Pokémon cards in X,
Y, and Z." And so when they would read that on morning message, then they
would go, like, "Did you see that really up there? It's talkin' about Pokémon
cards." You know? So that kinda told me that, "Okay, they really like this." So I
guess, in a sense, me trying to use things that they are familiar with in teaching,
that kinda sparked their attention, and I could kinda see them, you know, reacting
to it a little bit differently. Um, did that answer the question? Ask again. Okay.
[Laughter]
Renee also noted that there were different characteristics needed for Black
students. Her focus was centered on the social needs of children in urban settings. In
some cases, this precedes the educational needs. She said it this:
Um, I would say being able to—you have to be able to—is deal the right word?
Be able to deal, um, with children. You have to be caring and understanding, and
most of all, being able to deal with, um, different levels of children as well. If you
have a student to come to school that have not had anything to eat, they're late, uh,
breakfast is closed, you're not gonna get anything out of that child. So as a teacher
in that type of setting, you have to - you have to think about that. I mean, do you
want - do you want to get the best out of this child, or are you gonna sit there and
let this child suffer and pout and interrupt your classroom? So the child is hungry.
If you have something, give the child something to eat so that they can feel better.
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But if you're not caring and your mind is focused on, “I'm here to teach you, and
that's all I'm gonna do”, you're not gonna get good results. So—and that's why I
say the caring part of it. Or a child may be sick. We have that. Parents send
children to school every day sick. What do you do? What do you do? You know,
and just being a listening ear for those children. It's - it's extra that you have to do
if you're trying to get the best out of a person. Being a - a - a teacher, you know
that if you—say for instance you’re third grade teacher, you might have
somebody on a pre-K level, kindergarten level, first grade level, and it's all
because of the background, the family background. So, do you let that deter you,
or do you prepare for that? And you may—that is what we see in urban setting. I
don’t let this deter me, I just prepare.
I asked Renee how she prepared for the situations she is likely to face in an urban
setting. She gave me this example:
A child came and - and was crying, and I went and said, "What is wrong?" "I'm
hungry." You know, and this was before—the child is crying, and I'm doing
something else, trying to get the other children situated, and crying to where you
could hear. So when I finally go over there, "What is wrong?" "I'm hungry." So I
have to stop and - stop and get something for this child to eat. But if I hadn't have
done that, that child probably would have cried the whole time and disturbed my
classroom the entire time. And then if I was uncaring, "Will you be quiet please?
Will you stop? Will you stop?" And it was all because the child was hungry.
Whatever it takes to get them ready to learn—I’ll do it.
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Theme 2: challenging students: bring it on! One of the other commonalities
regarding high-performing urban teachers was their enthusiasm for challenging students.
Operating from a high degree of self-efficacy, these teachers believed that they could
reach any child and look forward to doing so. The more challenging the student, the more
these teachers would try to reach them both academically and socially. Arnese shared her
experiences with challenging students: That was a success.
Vanessa also shared her thoughts around difficult students and how to reach them.
She described a very difficult student and how he changed over time:
I'm thinkin' about one boy in particularly that gave me trouble all year. Mark. He
made a 90 for his quick score, and I was, like, "You're kidding." I was, like, "No."
And, you know, 90, of course—that was the cutoff for math. But just seeing him
because when I tell you that baby gave me some trouble with his behavior!
[Laughter]
I mean just—if I could just pick, you know, just a few things that he did. Throwin'
food in the cafeteria. Not doin' his homework. Um, sayin' mean things. You
know, I was real big on that. You know, "We don't talk mean to our—our friends
in the classroom at all." Um, "Everyone's straight in the line, but you're the only
one turned around talkin'." "You're the only one out of our square." Um, so just
different things like that where I always had to be on my P's and Q's with him, but
for him to get a 90. Oh, yeah. That made me happy.
Most teachers would have lost their zeal for a student like this, but it was clear
that Vanessa was clearly motivated by him. She refused to allow him to get in the way of
his own education. This reminded me of the tenacity she spoke of having as a young
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child growing up that was instilled into her by her mother. I asked why she though the
student earned the 90%. She stated the following:
Um, I—I—I—I think—cuz for him, cuz he was a talker, so I allowed that. I
allowed them to be able to have at—parts of the classroom where you could talk.
So in our small groups, I might ask you a question. Okay? And then I'll let you
give your spiel, but then I'll go to you and—and I'll say, "Okay, well, what do you
think about that?" "Well, I agree with Such-and-such because—"
So I guess I kinda encouraged debate. And so bein' that he liked to talk, he liked
to be right, he liked to share his opinion, he liked to kinda, you know, again, be
right—him havin' opportunities to debate with his classmates or—or tell why he
thought it's this—that was good for him. Even if he was wrong and somebody else
said, "Well, no, what about—" Then he'll say, "Ah!" You know? So I think that
helped him. I think it helped him to—to actually have the manipulatives in his
hands. I think it helped, um, him to do experiments.
Um, and so I guess all those things together kinda made the learning stick with
him, and then also, again, you know, I kinda created an environment where you
have to try. You have to, you know, be able to show what you know. You know,
even if you think you're wrong, tell me. What are you thinkin'? If I—if you don't
tell me what you're thinkin', how can I know? You know? So I think all of that
together kinda—kinda pushed him.
Renee also shared her experiences with challenging students and how she
overcomes the challenges they present. With Renee, her focus is simply to never give up
on them and to never allow them to give up on themselves. She motivates them.
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Make them don't give up. I keep—I stay on them. I stay on them, and then I
check. If I tell them something, if I—yeah, if I tell them something, I check back.
I constantly keep checking and checking to ensure that they got it, and just always
giving them a pep talk. Um, sometimes, I play motivational clips, you know, that
I find out there. But it's—I'm always giving motivational talks. And like I say, I
check up on them. I give them - I give them all my phone number so that if they
have a problem with something, you need to talk, your homework, whatever,
I'm - I'm available. I'm available for you. And I just don't say something. I check
up on it.
Renee also talked about how she pushes her students to be better and to do better.
She forces them to think critically in her classroom.
I always ask them why. You know, you have to justify. You just can't give me an
answer. And then sometimes, based on their responses, I may generate another
question. And then, um, I make them—like I said, we have multiple choice.
Sometimes, I tell them to tell me why you didn't choose that answer. Where did
you find this then? You have to pinpoint. You got to say page this, that, and the
other. So always mainly justifying why they chose something or why they did this
or that.
Urban environments present many challenges to teachers. These challenges are
even more evident when the teachers are striving to be high-performing and not just
“average” teachers. Each teacher in this study—Arnese, Vanessa, and Renee—all
understand what is at stake in their classrooms. They set goals and demand that students
reach their goals. They are relentless, all while showing student they care. Challenging
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students are welcomed in these classrooms and they end up being better students for
having experienced such teachers.
Theme 3: homes are not like schools, but we can make schools like our home.
Environments matter. Children have to be nurtured, allowed to take risks, and celebrated
in urban classrooms. This happens with the high-performing teachers in this study. In the
focus group, the teachers spoke of students taking ownership of their learning and
teaching self-efficacy through self-sufficiency. One way to achieve such an environment
is through goal-setting. Lisa shared the following:
Settin' of their personal goals and then attempt and do, so just motivate them.
Have 'em set their own personal goal first. Then ask them, “What steps are you
gonna take in order to reach this personal goal?” Then as you reach a step to meet
your personal goal check it off, mark it off. Let’s celebrate this together. You
reached this first goal, let's do a celebration.
It may not be a material motivation. It might just be a high-five or a star or a
sticker. Let's post your name out in the hallway. Let's post your name around the
classroom. This week, you are the Star Student for reaching your personal goal.
Givin' them those small as they reach goals, whatever their goals are for that
particular week, that year, their month, celebrate that. That way, they have some
support and wanna reach their goal.
One respondent, Jordan, shared how her environment encouraged efficacy. She
did this by making sure that students knew their data results after assessment. She found
this to be empowering and helped students to see the control they had regarding effort:
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I think when I started learning—got into the Emerging Leaders program and I
started learning more about efficacy, student efficacy, self-efficacy. I made sure
my students knew their data. I was very transparent with them and their data. I
built that culture of “This is where you are. Where do you wanna be?” Again,
setting those goals, but at the same time seeing, celebrating those wins.
I had one student who was a close student, and she was always advanced. Her
little partner was Sasha and was Below Basic, and there were others. Whenever
we saw our data, they were able to jot down and track their data. Sasha or those
other students—I'm gonna speak about another child. He was a challenge for me,
but I also made sure he knew his data. The statement that he made was, “I can't
believe I've wasted a whole first semester of school”, because he didn't see the
growth. He didn't see Proficient to Advanced. He didn't see from Below Basic to
Advanced. One of the other students even stated, “Well, you did grow.” Again,
allowing them—they saw each other's data, but it was in a way that they
motivated one another. That motivated him, and that motivated the other students
who weren't doing so well to continue to push to grow. Sasha was still Below
Basic, but she raised her hand and said, “Ms. W., I grew by—” and they had to
calculate. I grew by five points. Great. That's great. What do we need to do to
continue to grow? Celebrating that minimal gain which was a big gain for them.
Continuing to push them.
If you feel like you did not do anything this first semester because your data
shows it, what do we need to do to improve it? That was that question, okay, what
do we need to do? How are we gonna get to our goal that we set at the beginning
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of the school year? Constantly kinda letting them know their data and pushing
them, asking them that question why.
Arnese also talked about the environment she strives to build in her classroom.
She explained that it was important to have a positive culture and for student to be
encouraged.
Tracking their growth and making sure that they're understanding, that they're
happy, that they are encouraged, that you maintain that positive culture in the
classroom where they feel like they can be wrong, and it's okay to be wrong. It is
okay to share if you think someone else is incorrect.
Vanessa also spoke of the intentionality she uses to build a strong classroom
culture and environment at the beginning of the year. She takes time to set expectations
and gives student ownership along the way:
I'm thinking of one activity in particular that I do at the beginning of the year.
And, uh, we'll take a piece of bulletin board paper, and we'll put it on the board,
and so we'll say, "Okay, I want you tell me all the words that might hurt your
feelin's. I want you tell me all the words that might be something that will make
your friend feel bad." And so they'll say all the words. You know, "You can't do
it." "You're ugly." "You're—" You know, just any kind of word that—that's a
negative word. And we'll write it all on the bulletin board.
And I say, "Okay, so that means once we take this down, I'm gonna give
everybody an opportunity to step on this paper, and we're gonna throw it away."
And so I'll say, "Once we do that, that that means every word that was on this
paper, we're gonna throw it out, and we shouldn't hear any of those words

179

throughout the school year." And we kinda—I guess that's an activity that I do at
the beginning of the year to kinda set the expectations for the remainder of the
year so that they kinda know that, "Okay, this—I can't really say this."
You know, I mean even—even "shut up," you know, which to some children,
that's not a bad word, but that's still not somethin' that we wanna hear in our
classroom. So at the beginning of the year, just to give you an example, that's, um,
something that I kinda do to, I guess, kinda set the tone and the environment so
that they know it'll be, you know, a pace—a place of safety, a place where, you
know, "I won't feel bad."
And then, in addition to that, when we're in cooperative groups or whole group or
whatever the case, um, is that I'll kind of encourage the students to congratulate
each other. So I'll say, "Okay, well, what do you think about that?" "Well, that
was a really good job. Why don't you give him a high-five?" And so that kind
of—and I think that comes with practice for them—and—for them saying to each
other, um, "You did a good job." "Oh! Good try."
And so I think with—with practice and then me showing them how to do that, that
kind of builds the overall environment for the remaining of the year. And then me
constantly, um, uh, I guess, highlighting the students that do that. "I love the way
you told Jessica, 'Good job.'" "I love the way—" You know, well, everybody
wants their teacher to tell them, "I love the way you X, Y, and Z," so they're
gonna do it, too.
Developing this tone in the classroom translates into how students will operate as
students:
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I think that once we set the environment, students feel like, “I'm not afraid to
share my answers in a—a group with you, if I'm not—if I'm—if I'm not afraid to,
uh, try or if I'm not afraid to write my answer on—on the Whiteboard and, you
know, ask my partner for help”, then, um, you know, I kinda think that that relates
to their academics because this is an environment where I can tell you, you know,
that I don't know or I can tell you that, um, I need some help. Or you might see
my answer is wrong, but I won't—you know, feel bad for it because no one in—in
here is makin' me feel bad for it. My teacher's not makin' me feel bad for not
knowin'. My peers aren't making me feel bad for not knowin'.
Students’ beliefs in themselves is so important. It’s the most important aspect of
self-efficacy. I'm just thinkin' about them having the belief in themselves that they
can do it. Whether it's self-motivation. Whether it's my teacher motivating me.
Whether it's my classmates motivating me. Um, but I think that belief within
themselves that they—they can do it. I think that's most important because there're
gonna be a lot of things that are hard. There're gonna be a lot of new skills that
you're introduced to that are gonna be hard. There're gonna be a lot of things that
you experience in life that are hard, but if you always feel like you can do it, if
you always have that belief in yourself, then no matter how hard it is, you're still
gonna try.
Renee described her environment from the context of her lesson plans. Selfefficacy was evident as she explained her method for engaging students. This
significantly impacts the learning environment within the classroom.
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Self-efficacy is definitely evident in my, uh, lesson plan and with the activities
and things that—it would - it would show up in the lesson plan showing that I'm
prepared, um, you know, with the activities. I've gotten things that I want. You
would see my students in there engaged based on my lesson plan. That's what,
you know—by being planned, that means that I've gone out, I've done my
research if I needed to do research. Go-to person if I need that as well. And
basically, um, with that, I mean, collaborating with my peers, the honesty is there,
the transparency—the transparent is there, so you should see my lesson plan
unfold in my classroom amongst my students.
The overall culture in my classroom is a family. Um, I would say a family culture.
Respectful. Safe. Diversity. Diverse—um, but I would say mainly, it's the respect,
safe, and being comfortable. Sharing, collaborating, not afraid to talk and treating
others with respect.
That's building them up, preparing them for, uh, college readiness and job, being
able to present themselves in a fashion, whether it's in school—well, ultimately,
we're training them for the world anyway.
In this research, the teachers were quite candid as they shared the importance of
the environment. To be a high-performing teacher in an urban environment, this is one of
the most important themes to emerge. The environment appears to be reciprocal in that it
is intentionally developed for the students, but without it, teachers may lose their high
levels of effectiveness. In high-performing classrooms, students should be nurtured,
happy, and risk-takers. They must treat themselves and their peers around respect and this
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breeds collaboration. Building a strong environment is essential for high-performing
Black teachers who educate in urban settings.
Cross-Cutting Themes
Self-efficacy and the examination of student work. During the research on the
topic of the self-efficacy of high-performing Black teachers in underperforming urban
environments, data collection allowed me to delve deeply into the practices of the
respondents while allowing them to share their authentic truths and perspectives about
their experiences. While the interview guide was used, it was only a guide. Opting to use
a semi-structured format allowed the interview to take its own course, while still
remaining true to the research topic. Therefore, rather than limiting the research findings
to the questions, I’ve decided to share what I’m calling the “cross-cutting themes” which
materialized from the research. While these additional findings may not have “fit” within
the confidence of the research sub-questions, they are important nonetheless. In this case,
I will share the cross-cutting themes from the teachers’ examination of students’ work
samples (a part of the Phase Two interview series). Each teacher from Phase Two was
provided with a student’s work sample that aligned with their area of expertise (according
to their own estimation). One sample is writing and the two others are mathematics. In
the upcoming pages, I will share the research findings and themes which merged from the
teachers’ approach of re-directing students towards proficiency after reviewing their
work. The actual student work assignment, examples, and corresponding rubrics follow
the findings. Following this section will be the narrative written to capture the research
findings in story-form.
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The interview questions. In each interview with Arnese, Vanessa, and Renee,
they were asked to engage in a student work sample review protocol. See below:
Protocol for using student work samples:
a. Review the student work sample.
b. Make notes on the paper provided or on the student work sample itself, to
describe what you think of the work (think about accuracy, content, and
presentation).
c. Describe the approach you would take to re-direct the student so they perform
proficiently the next time they encounter this skill. Be very detailed, sharing
resources you would use, what you say to the student, and how you would
continuously support the students’ success.
The purpose of this activity/protocol was to determine the teachers’ approach to student
work and to understand their self-efficacy practices more deeply, and whether or not they
would emerge.
Arnese was asked to review a 6th grade writing sample. The student work sample
and rubric were provided. On a scale of 1 to 4, the student sample reviewed received a
score of “1” in the area of content. Vanessa’s student work sample was a fifth grade math
problem involving using a table, rounding, and justifying the answer. The total possible
points earned were a maximum of 10. The student earned 4. Finally, Renee’s student
work protocol was 3rd grade. The assignment was to determine the appropriate
computation needed, write the correct equation for the problem, and to solve the
equation. The student was also required to explain his or answer. Each teacher was given
between 5-10 minutes to review their sample.
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Emergent themes from the protocol. There were several themes that emerged
from the teachers’ analysis of the student work. While each sample was different, the
teachers used some common strategies to support the student and to re-direct them
towards proficiency. Each teachers each discussed the importance of sharing the
expectation upfront with students, using self-inquiry and inquiry with the student to
determine the misconception, modeling, and providing the students with multiple
opportunities for practice. In addition, the teachers thought that monitoring progress was
essential to ensure that the students made improvements. Below is Arnese’s response to
her student’s writing sample:
After reading the sample of the sixth grade work, I can tell that the student needs
a lot more support and instruction in the writing process. His final draft lacks a lot
of focus, is not clear. I can’t tell what his focus is because there's no clear
beginning. There's no introductory sentence that states what the topic is.
Not a lot of clear details in the passage. It lacks a lot of ideas and this is
unfocused. As far as this student is concerned, I would need to take him back
through understanding the writing process. Before we talked about the writing
process, I would show him, and I like to show my students, I will show him a very
good example of what a clear and what a strong piece looks like as a final copy.
Sometimes they need to see that. They don't know what is expected. So I would
show him a piece that's very descriptive and detailed and has a strong
introduction, and you can tell that there's an actual ending to it. We would look
over the parts of a strong piece first.
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Looking at the writing prompt, I see that he didn't completely answer the
questions. He was asked why this person was successful. He gave some details
but he wasn't clear on his description at all of how the person became successful,
and then he didn't answer most of the prompt that asked him to think about
something that he was good at. He left out a lot of details in his work.
I would just kind of walk him through the parts of a really strong piece that has a
strong grabber in the very beginning that includes the introduction showing the
reader—giving the reader what the topic is, because having not read the topic first
I couldn't tell what it was about.
The reader should be able to tell what the topic is through reading the piece, and
he didn't do that. After showing him a strong piece that has a good introduction
and telling the reader what it's about and has a lot of details and a strong ending, I
would have him look at that.
I would have him take some highlighters and go through some pieces of work
and kinda highlight where is the introduction? Where can you point out what is
this piece about? What is it about? He would do that in one color.
He would find some details and he'll highlight it in a different color. He would
also need to find the ending that kinda summed up the ideas from the passage. I
would have him do that over several pieces so he can identify the main parts of a
really strong writing piece. We would definitely go back through the writing
process. He would need to start from the very beginning. I will show him an
example, oh, kind of just walk him through how does he brainstorm his ideas.
We'd have to go through a pre-writing.
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I've had students like this before where I had to show them how to start their first
draft. I do that by doing an example myself, maybe on the smartboard. Just kinda
show what my thoughts are. I'd look back at the topic and I say, okay, what is the
topic asking me? And I will show him what is it asking me? Okay, how can I
begin this piece? I'd just kinda walk him through talking aloud, how to begin a
first draft, looking back at your ideas from your pre-writing. We would just go
through making sure that I'm adding a lot of details and just talking aloud, what
makes this a strong piece?
I will go through it together with him and then we will have to go through the
next phase. We have to go over the next phase and look at how we will revise.
What does revising look like? How do you make sure that you are adding details
and you are using descriptive words?
He just needs to go back through the process again and understanding what is
revising, what is editing, and what a published final draft looks like.
I would have to continuously put him through a good writing journal. If he had a
good writing journal that had good examples of a strong piece in there, different
types of topics, essays, narratives, persuasive different types of topics in there,
along with the writing classes, so if he forgets what his next step is, he'll have
inside the journal, it would have clearly what is revising, what a revised piece
should look like. He can have that to kind of go back to consistently to look at.
That will be a part of my support, just to check back with him as he's moving
through the writing process to make sure he's understanding how to develop his
ideas. I would have to ask him questions. Did you answer the questions? Let's
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take a look at the question. What did you do to become successful? Did you
answer that question in your piece? Go back in there and look at your writing. Did
you answer that question? He would just need a lot more one-on-one support on
how it is he needs to develop his ideas, because there's not a lot of ideas on here
that's clear and smooth and that really answers the question.
As far as resources, it would be the journal that I spoke of. I would consistently
give him pieces to do the same task was to go back in and highlight and see if he
can pinpoint the beginning, the middle, and the end, and the details, and make
sure it's matching what the prompt is asking him to do.
With the rubric, I would show him and make sure he knows what the highest level
is and how he can reach that. We would take a look at Number Four and he will
see that for passage and development, the details are specific, they're relevant, and
they're accurate. I would show him that it has a clear beginning and ending. I
would just kinda show him what a strong piece will look like and what he needs
to look at when he's checking his work. Where he is, I will show him where he is
and where he needs to grow. Right now, he's at a Level One. I agree with the
assessment that it is a level one, that it is a lack of understanding of the task
because—and I would ask him what he thought about that. “Why do you think I
gave you a Level One for understanding the task? Did you follow the description
of the task?” We will have a conversation around it and make sure he knows that
that's very keen and have to follow what the task is asking you to do. We'll take a
look at where he is and where he needs to be that's on the rubric.
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Vanessa shared her approach to re-directing the student based on the work
sample. Although her focus was similar, but her approach was to start with the students’
strengths as a way to build on their knowledge. Vanessa thought aloud about her
approach quite a bit as she shared her approach. She grabbled with the problem, asked
herself questions, and corrected herself when she felt she was off track. Her response was
as follows:
Um, looking at this, it—it looks like the child has an understanding of how to
estimate because in the table, based off of it, they're rounding to the nearest ten.
Then the student has correctly rounded the book titles, but if their estimation
answer for the total amount of pages is—and I—I could look at it a couple of
different ways. Based off of the answer, it says, no, it does not make sense
because he forgot to round Wondering Weather. Well, that's just one chapter. So I
could look at this and say, "Okay, if the answer is 300, then I can see why you
would say that they—the student forgot to add Wondering Weather." Well, I take
that back because the student did round it, but this should be add.
So the student is—it looks like the student is saying that they forgot to add this
particular chapter in with the rest of 'em, which would give you about—which
would make Mario's answer correct of 300. Um, but if the student is—is—if his
answer is 390, then the—the—the problem is not that they cannot estimate
because they've clearly done that here in the val—in the value table, but their
issue was—was, uh, rounding the complete answer. So this in itself is a multistep
because not only do you have to round the titles first, but then you also have to
figure out a total all together. Um, so if I could give a point value, I would give
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one point for correct rounding because you don't know if they're rounding to the
tens or the hundreds, but I wouldn't give a point for correct and complete
explanation because I would want to know more.
So, I guess my plan would be to first, I would start by asking the student to give
me a more in-depth, uh, explanation. Um, one thing that I did in my classroom
was I—I had them give me specific steps. I would want to know the steps written
out. "What did you do to solve this?"
This way, I can—when I go back and look at that, I can see, if you got the answer
wrong, where you went wrong. And so the steps kinda give me an outline to what
you did. Um, so I wouldn't give a point for the explanation because I need more.
“I need you to tell me the specific steps, what you did to—to solve—to see if
you—you—if you agree with Mario or not.” Um, and so I would ask the student,
um, to give me more explanation. Um, I would ask the student to tell me why—if
the answer was 390, why did they—or what, I guess, would be their answer or
reason behind rounding and saying that 300 was correct, because if you're
rounding to the nearest ten, then that would make this go up to 400. Um, and even
if you round to the nearest hundred, it's still gonna be 400.
Um, so I guess re—redirecting with—with that student, I would ask for specific
steps on how you solved this, um. And then to support them continually, I would
give them more practice. I would have them re-explain to me what does
estimation mean, um, and give them other opportunities to estimate and then in
addition to estimating, but also being able to add the correct estimates together,
cuz, again, it looks—it looks like possibly that a step was missed here on the end.
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Um, and then even after that additional support, uh, noting whether or not that
child is making progress, going back to this one. Okay, so now that we've
estimated and we've added on these practice problems, let's go back to this one.
“Tell me, what did you do wrong here? Tell me what needs to be fixed. Tell me
what needs to be changed. Rewrite your, uh, explanation so that I can see how,
uh, you would attack this differently.”
Um, but—but, again, I would want more in their explanation. Because they said—
no, it does not make sense because he forgot to round Wondering Weather. Well,
I can see—see why you would say that. However, Wondering Weather is just
chapter, so I want them to give me more, if that makes sense.
If several of my students had the same problem, I could approach it a couple of
different ways. Uh, one that sticks out for me now is—is—is sometimes I like the
students to be able to, I guess, kinda be the teacher if they really understand it, so
much so that they're able to explain it to their peers. Um, so in a class maybe of
20, if there are 4 students who don't understand this, possibly pairing them was
another student who could, uh, walk then through the steps or teach it to that
student.
Um, I could also pull them into a small group and give them some more practice
with estimation and talk about, um, you know, why do we need to estimate. Um,
what does—what does that look like when we estimate to the—to the nearest ten?
Why would I round 89 to 90 as opposed to 80? Um, and doing, uh, some small
group activities that way and then giving them more practice.
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I could model, um, what it actually looks like. I could use another example of
another book with different, uh, chapters and, um, different numbers, of course,
and model not only, um, with my writing but actually me thinking out loud and
saying, "Okay, I know that when I round 72, that that rounds to 70 in the nearest
ten's place because," you know, and go into the explanation there. So I could
model and do a think-aloud so that they can see what I'm thinking as I work this
problem out so that maybe there might be something that clicks for them. They
say, "Oh, I thought you had to, you know, this, or X, Y, and Z."
Finally, Renee also had a student’s math problem. Much like Vanessa, she used a
think aloud process to understand the problem and to determine next steps. Inquiry was
also very prevalent. See her response below:
Okay. So I noticed that in part A, he had—the question says, "Write an equation
to show how much money, M, he has left on the gift card after buying the four
books." So in the response, it has $30.00 minus $28.00 equals M, which is—
which he left out the equation of how did he, uh, arrive at the $28.00. I mean, the
$28.00. And I would ask—I would ask, how - how did he get $28.00, $28.00, he
or she, whomever this is. Uh, how - how did you get to the $28.00? What is that?
And then, uh, once I get, uh, the answer from the student, and if he or she says the
four—I multiplied four times seven, then I would show them where they need to
include that into the equation versus just giving, um, a final answer. But I noticed,
okay, so they gave him a 0.4 though, right? They gave him the one point. I would
definitely ask the student how he arrived at the answer.
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Making sure that they understand. Never know where they got the answer from,
okay? So making sure that they understand how they got it because I don't know.
You could have gotten it from someone else, but I just want to make sure and to
know that, uh, it needed to be included in the equation because that's what it asked
you to do. And, uh, so with that in mind, on that, I would continue to give, uh,
additional problems in this manner to get the student, uh, used to including that
portion, 4 x 7. Now, with part B, I mean, this was, um—this was explained fairly
to me. And I noticed that he - that he has the equation down in part B, 4 x 7, down
in part B.
So—and it says how much money is left on the gift card, and then it says show
your work or explain your answer. So he showed his work by saying, uh, it was
$2.00 because of the four time—well, that's not explained. $2.00 because 4 x 7 =
28, and 30 - 28. So he has $2.00 left. Now, what he could have done was, um, he
could have done the 30 - 28 to show $2.00 left you know?
I would clear this part right here up. Now—because it says $2.00 because four
times seven, that's confusing. That could be confusing. Now, as far as the
sentence, so he has—I like that. That—that's sufficient to me. But I would, uh, get
the student to clear up that um, in a way of starting with how much money he
received. What's the $30.00? Put it in an equation form. Equation form, and then
with the explanation behind it.
I would model this for the student. Yes. Mm-hmm. And then I would also explain
this four times—you know, you have the 4 x 7. You have it down here. You
should have put that up there. So it's obvious that he's aware of the four times
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seven. So that part would have been up there, and we could have just really
focused on the $30.00 - $28.00, which is the $2.00 left. So setting it up in an
equation.
I would say some, um, uh, problem solving, uh, if—it'd definitely be problem
solving, uh, word problems. It would be some word problems. And if I could get
them from, um, maybe the textbook or some additional resources, look out there
for some other resources with word problems in it and getting him to explain and
justify and write equations.
To give the student extra support, I would um, uh, give him additional work and
check up on it. And I wrote down another thing.
I would ask him why he did not put the four times seven in part A. I worth that
down too. But yeah, do periodic checks with him. And - and - and I would say
small group, but actually, one-on-one, just sit down with him and get him to
verbally, uh, respond to me as well as write it down just to make sure that he is
understanding what I'm trying to help him with to be successful.
Based on the teachers’ responses, it is apparent that their approach to re-directing
students towards proficiency is a thoughtful process. In each teacher’s method, there was
a substantial emphasis on understanding the students’ thinking. It is also important to
note that based on the teachers’ responses (the inquiry and strategies), there was a
mindset of growth and opportunity used in every case. Of the three teachers, not one
believed it to be impossible to improve the students’ thinking and their effort. It was also
obvious that the students were at the center of the approach—demonstrating the
ownership students have in their learning.
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Chapter Conclusion and Summary
In summarizing this chapter, several findings were constructed, which align with
the theoretical perspective of constructionism. To reiterate the original research
questions, the focus of this study was to answer the following:
How do high-performing Black teachers in underperforming urban schools negotiate
self-efficacy? The sub-questions used were as follows:
a. What are the personal self-efficacy practices used by effective Black teachers
in underperforming urban school settings?
b. How do these teachers adapt the concept of self-efficacy in their practices?
c. How are these practices distinguished in urban underperforming schools?
This study revealed that high-performing Black teachers in underperforming
urban schools have a deep knowledge of their personal self-efficacy and they all admit
that their self-efficacy has grown over time. Each teacher’s self-efficacy is grounded in
being self-reflective for improvement and growth, using inquiry to ask themselves
questions as well as questioning others. Seeking out feedback proved to be an important
way to become better at one’s craft and to increase students’ knowledge and
achievement. Finally, having a positive mindset while approaching any and every
situation also grounds these teachers’ self-efficacy beliefs. The glass is always “half-full”
according to one of the teachers.
This research also sought to understand how teachers adapted (to make suitable to
requirements or conditions; adjust or modify fittingly) the concept of self-efficacy in their
practices. In chapter 2, much research states that self-efficacy is developed through
master experiences, vicarious experiences, verbal/social persuasion, and physiological
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and emotional states (Milner, 2002). In this research, the above methods of developing
self-efficacy were apparent, but also adapted in underperforming schools. The teachers
adapted their self-efficacy by placing a substantial emphasis on the relationships they
build with their students. In the research findings, teachers share that relationships and
connections with students is just as important as having a strong academic background
and content knowledge. If they “know their students well,” they are able to garner much
more success because they have built a relationship with them, which fosters trust and
confidence. It also strengthens the teacher’s credibility. Secondly, teachers adapt their
self-efficacy by growing their professional knowledge. The more they know, the better
equipped they are to reach each individual student. This personal/professional growth is
done through professional development, research, collaboration with peers, and
programs, such as Emerging Leaders. These teachers seek out opportunities to learn, and
this adapts their personal self-efficacy to assist them in meeting their students’ needs.
In the final sub-question, the goal was to discover how the teachers’ practices
were distinguished in urban underperforming schools. Teachers had much to say about
this topic as each of them works in schools where the student population is predominately
Black. Therefore, they had a tendency to focus on Black students. During the research, I
learned that they emphasized on the social needs of Black students as a way of reaching
them academically. It was important to make the learning real-world, hands, on, and fun.
This gave students more excitement as they approached the learning tasks and resulted in
more engagement. More engagement from the students increased their likelihood to pay
attention and to take ownership of the learning and their results. I also found that highperforming Black teachers in urban settings enjoyed the challenge of difficult students. In
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this research, teachers spoke of difficult students in terms of behavior and academics.
They were enthusiastic about getting to know them and finding out what “made them
tick.” This later gave them leverage as they approached teaching them. Each teacher
shared in-depth experiences and examples in working with difficult students. All three
had success stories. Finally, the classroom environment was noticeably different. In the
urban settings in which these teachers worked, each teacher intended to build an
environment that was safe (physically and socially), nurturing, and one where students
would take risks. The environment was community-based and described by at least one
participant as a “family.” One teacher said it was important for students to be “happy.”
Just as important, was the importance of having a challenging environment where no one
“opts out” of learning. Students were made to think critically, and to justify their
thinking. Teachers shared that this readies students for their future college experiences.
This research experience was rich. Throughout my time with the teachers during
both Phase 1 and Phase 1 of this study, I was constantly enthralled by their honesty and
their ability to articulate their authentic journey through education. While I have tried to
capture my learning through this analysis, it is almost impossible to describe the value
that this research has added to my beliefs, education, and career.
The Narrative
As a part of the methodology used for this research, a narrative was to be
developed, which will not only incorporate the authentic experiences of the participants,
but also the emergent themes found in the research. While this short story is fictional and
will focus on one fictional character, Jordan, it is important to note that “her”
characteristics are a composite of every teacher who participated in this story (Phase 1
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and Phase 2). Both primary (emergent) and secondary (cross-cutting) themes can be
found in this short story. Finally, this narrative represents key learnings from the overall
research study.
Daydreams of a Master Teacher on the Last Day of School
It is 2:27 on a depressively hot day in North Memphis. It is the last day of school.
Jordan, an almost twenty-year veteran teacher stands outside on the walkway, watching
the last of her student skip down the sidewalk without a care in the world. She breathes a
sigh, and starts to turn towards the entry door. Like most teachers, this day has been a
long time coming. It is funny almost—after so many “last days of school,” Jordan still
has the same wonderings she’s always had about her students: “Will they read over the
summer?” “Will they be safe?” “Will she see any of them at the grocery store or the local
library?”
It was so like Jordan to have these thoughts about her students—but not just on
the last day of school. She thought about them like this all the time. She truly cared for all
the kids who passed through her classes over the years. Caring, she believed, was just as
important as teaching. As Jordan, a 5’3 Black, attractive woman with a short “Halle
Berry-isque” haircut moved closer to the door, a notebook collecting dust on the ground
caught her eye. Of course she picked it up with the intent of trashing it on the way to her
classroom. Instead, the name on the front glared at her. It was Devon’s Learning Journal.
“Humph,” she thought. “He couldn’t even make it home first without chunking this
book.” She was almost disappointed. Learning Journals in Jordan’s class were like “the
bible.” Over the years, Jordan had learned that it was best that students took ownership of
their learning and that they created their own tools for learning, so she implemented the
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Learning Journals. This one, the Literacy Learning Journal, had all of Devon’s notes,
with everything he had learned for the year. Jordan decided to head up the two flights of
stairs with the book in tow. For some reason, she was anxious to read through the book—
as if she hadn’t just spent 180 days teaching everything found in it.
As Jordan made it to her classroom, she took a seat at her guided reading table
and put her hand on her chin. She started to think about the year that had flown by her. It
made her think of her mom, a former teacher. Jordan started to think about the advice her
mom had given to her as she grew up. Her favorite line was “Always try. The only one
stopping you as is you.” Jordan loved this statement so much that years ago, she had it
made into a banner. No matter the class or the year, it was always the mantra. Before
Jordan started to read through the notebook, her eyes started to wonder across the
classroom at other parts of the room that seemed to show her personality as a teacher.
“The Birthday Station” was created to celebrate each child’s birthday in a special way,
and the “Family Circle” was used to display a different child’s family each week. As she
glanced at the last family displayed for the year, she remembered the time when she
chose Kesha’s family and had to reassure her that just because she only had a grandma
and a little brother, that didn’t make her family any less special. She never forgot the look
of pride on Kesha’s face. Finally, Jordan’s eyes became a little fixated on the “Effort
Wall.” Here, she liked to think is where the “magic” happened. It was on this wall that
students set goals for the year, tracked their own progress and learned to celebrate each
other. She smiled when she looked at this board. In a school wrought with
underperformance and low achievement, her students—for the fifth year in a row—had
met or exceeded all of their goals. She was more than proud. The hard work was palpable
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in Jordan’s classroom. Students had high expectations and could tell you what they were.
She remembered the time when the mayor had come to visit her class. A class of students
who relished in good books and stories, they were always eager to tell you their latest
novel. One brave student walked right up to the mayor and said, “Mr. Mayor, I think you
need to send us more books! We are smart and we need books above our grade level!”
That particular student had been such a challenge at the beginning of that year. No one
wanted him, but Jordan did. By the time the mayor made his visit, the student was almost
unrecognizable to the staff. Jordan loved it when that happened. She had so many good
memories of teaching and learning. It was only the last day and she was starting to miss
her students already.
Finally, after daydreaming about her students and classes from the past, she
decided to take one more walk down memory lane and to look into Devon’s Learning
Journal. As she flipped through the pages, she saw literacy topics—main idea, cause and
effect, inference, the definitions, and examples. As she looked more closely, she began to
see lots of scribbling on the margins. She turned the book sideways and saw questions
there. Devon was asking himself questions about his learning. She noticed that he would
record his weekly test scores and ask himself, “What will I do differently next time?” He
then proceeded to record his next steps (ask the teacher for more help, do extra practice,
use the Internet). She was almost in tears. This self-inquiry was definitely something that
she modeled for students, but Devon? She was totally surprised that he was using this
strategy on his own. She knew that he was becoming a much better student academically,
but honestly had no idea the depth to which he emulated her behavior as a teacher. It was
wonderful to see her life’s work manifest in such a way. Jordan began to shed a few tears.
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She closed the book and sat back in her chair. She thought once more about the work that
she believed was her “calling.” She thought about all of the lives she had touched over
the years and the success stories of little Black boys and girls she had had the privilege of
teaching. Jordan opened her eyes wide and almost laughed to herself. The daydream was
over. Her success was a reality. She could take a rest now—at least for the next two
months, but she couldn’t wait to start the journey all over again.
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Chapter 5: Discussion, Key Findings, and Implications
This chapter is a discussion of the findings that emerged from the research study.
Included in this chapter are key learnings, conclusions, and implications. After analyzing
the rich data collected to understand the self-efficacy of high-performing Black teachers
in underperforming schools, much was learned and will be shared for future research
efforts. This chapter is inclusive of such recommendations.
Summary of the Research Study
The purpose of this critical race theory research study is to understand the
following question: How do high-performing Black teachers in underperforming schools
negotiate self-efficacy? To further explore and answer this research question, the
following sub-questions supported my pursuit of this research and ultimately allowed me
to construct deeper insight into the following:
a.

What are the personal self-efficacy practices used by effective Black teachers
in underperforming urban school settings?

b.

How do these teachers adapt the concept of self-efficacy in their practices?

c.

How are these practices distinguished in urban underperforming schools?

Narrative inquiry was used in this research as it gave me an opportunity to
uncover the truths of the participants using their authentic voices and experiences. The
epistemology used for this study, constructionism, allowed me to construct meaning from
participants’ thoughts and not to simply “discover it” (Crotty, 1998). The methods used
for this study included focus groups, semi-structured interviews, storytelling, and the use
of student work samples for analysis.

202

Major Contributions
Through this analysis, three major themes emerged, with each having
corresponding sub-themes that were aligned to each research sub-question. The themes
found in this study are as follows:
a. What are the personal self-efficacy practices used by effective Black teachers
in underperforming urban school settings?


Being reflective.



Using Inquiry.



Maintaining a positive outlook.

b. How do these teachers adapt the concept of self-efficacy in their practices?


Building strong relationships with students (getting to know them).



Increasing one’s effectiveness (through professional development,
collaboration, research, and personal pursuits).

c. How are these practices distinguished in urban underperforming schools?


Understanding the needs of Black students.



Welcoming and planning for the challenges of difficult students.



Encouraging and caring for the classroom environment so that it is
safe, welcoming, and rigorous.

Major Contributions Explained
During this rich and expansive research study, each inquiry was thoroughly
answered using the experiences of the teachers during Phase 1 and Phase 2. In the
upcoming paragraphs, I will explain why these findings matter and what their
implications are.
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Personal Efficacy Practices: Positively Introspective
The findings in this study revealed that high-performing Black teachers in
underperforming urban schools generally use three practices to demonstrate efficacious
behavior in their classrooms. The teachers in this study were found to be incredibly
reflective (looking inward to better understand their successes and failures as teachers,
asking questions to themselves to solve problems, and feeling empowered that they had
the tools and resources to ensure positive impact on students as evidenced by students’
achievement and growth, and how students perceived the classroom environment). The
use of inquiry (related to being reflective) was also found to be a prominent theme from
this research. High-performing teachers not only ask questions and probe themselves; but
they also ask questions to their students. These teachers want to know the “why” and are
relentless until they find out the answers. In addition to these efficacy practices, the
teachers in this study maintain a positive outlook on their lives—professionally and
personally. They believe that they can make a difference, and understand that “how they
view” themselves and situations impacts their outcomes. They will always see the glass
as half-full because there is always something they can do to change the outcomes for the
better. These characteristics were developed and cultivated by various influences,
including personal background related to how they were reared as a child, their parents,
their parents’ educational levels and pursuits, other key people in their personal lives
(teachers, mentors), and the students they have taught over the years. For the above
reasons, high-performing Black teachers in underperforming urban schools are positively
introspective.
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These findings matter to the research because they allow an understanding into
the adaptive challenges of the difficult work of urban school education and teaching.
Much of the research around teacher efficacy focuses on how efficacy is developed and
whether or not teachers actually demonstrate it regularly. This research accounts for how
efficacy is developed, as well as how it is demonstrated in the classroom. What is
important about this data collection is the understanding of the actual teachers’ behavior
and demeanor. This research gave me (and future readers) an opportunity to see the
characteristics of teachers who have high degrees of efficacy. These teachers are
reflective, inquisitive, and positive. Knowing these characteristics provides a much
deeper lens into their mindsets with the hope of duplicating it in some way. This research
not only looked at the educational backgrounds and thinking of high-performing teachers,
but also the “heart” of the teachers, how they see themselves, and how they pursue
education with positivity and intentionality.
Adaptations of Personal Self-Efficacy: An Educational Chameleon
In question 2, the focus was how teachers adapted their practices of self-efficacy
(made suitable to requirements or conditions; adjusted or modified fittingly). Specifically,
I wanted to know how those practices needed to be shifted or changed based on their
classroom context (urban). The findings were that the teachers in this study believed it to
be critical to build strong relationships with their students. This was seen almost as
important as teaching them the subject matter. Teachers wanted to get to know their
students personally, socially, and academically. With experience, they found that having
relationships in place made students more responsive to their teaching efforts. Their
understanding and knowledge of their students allowed them to plan for their students’
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preferences, learning styles, and academic needs. In addition, high-performing teachers
discovered that increasing their personal effectiveness as educators gave them an “edge.”
This “edge” created confidence in knowing that they would be successful in their pursuit
of educating all students, supplied them with best practices they needed and opportunities
to collaborate with colleagues to learn more, and allowed them to ultimately impact their
students’ achievement and growth in a positive way. Being an educational chameleon
helped to pave the way for great levels of success for these teachers.
These findings dig deeper than the research on self-efficacy that focuses on how
efficacy is developed. What is more important is that teacher efficacy can in fact be
adapted with certain measures, and can be increased over time. Each teacher in this study
has been an educator for many years. All of them spoke of the need to sharpen one’s craft
and to intentionally become better at what they do. No one spoke of the impossibility to
change one’s level of effectiveness. They sought and created opportunities to grow
professionally. This very notion supports the definition of self-efficacy, which is
“judgments about one’s capability to organize and to execute a course of action needed to
attain a goal” (Bandura, 1991, as cited in Hanks & Beier 2012, p. 318). The contribution
to literature is that more focus and attention on the shifting of one’s self-efficacy based
on his or her context can outweigh the importance of simply having or not having high
self-efficacy. In this study, I found that context matters. Teachers are adaptive based on
where the needs arise. They use reflection to refine their practices over time
understanding that as situations and contextual dynamics shift, so will their practices of
self-efficacy. This shift in practices and beliefs is critical as the world of education
evolves and urban settings become more and more challenging with both social stresses
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(such as poverty) as well as educational demands (such as common core).
Distinguishable Characteristics in Urban Schools: Chess or Checkers?
In the final sub-question from the research, the area of focus was to determine and
to understand if self-efficacy practices would be distinguished in urban settings. In this
study, each teacher currently worked in urban settings, but could also speak of
experiences in non-urban settings (see definition of “urban” on Chapter 2). The research
findings were that at least three distinguishable characteristics are important in urban
settings. I call this set of findings “laying chess, not checkers” because the teachers in this
study were extremely strategic. First, in urban settings, teachers explained to me that one
should understand the needs of Black students. Black students were distinguished
because the teachers’ urban experiences mostly included Black students (with Vanessa
having some experiences in urban settings with teaching Hispanic children—ESL). The
teachers believed that the approaches to Black students in urban settings should include
being patient, understanding, creative, motivating, innovative, and responsive to their
needs. The teachers learned that these things were important over the course of their
career. Each one of them stated the importance of these characteristics and the impact on
student learning. Another distinguishing characteristic found with Black students in urban
settings was that students would sometimes be challenges, so welcome those challenges
with open arms. Essentially, this means that if students present learning challenges, find
multiple ways to support them and to strengthen them. If students demonstrate lack of
motivation, find multiple ways to motivate them until they want to learn. And if students
are difficult in their behavior, never let that deter you. Work hard to find multiples ways
to reach them so they do not fall through the cracks of education. Teachers in this study
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found that working with difficult students can be rewarding in that they give them the
greatest learning opportunities of their careers. Finally, teachers from this study found
that the environment—the home—for students matters a great deal. The teachers worked
exceptionally hard to create the kinds of classroom environments where students felt safe
to make mistakes and where they not only cared about their learning, but also the learning
of their peers. The teachers stated early in the year teaching the behaviors they wanted to
see.
The above findings confirm Chapter 2 literature that relates to cultural
competency. These findings are critical to the current literature, which is related to selfefficacy, because they provide specific actions that teachers (both Black and non-Black)
can take with students to support educational efforts. What is most interesting about this
research is that the teachers understand, accept, and welcome difficult students. They face
the realities that permeate urban schools and create opportunities for all students as well
as for themselves. Little to no research underscores the notion that working in a difficult
environment can be much more than just the difficulties the context presents. In every
case, teachers welcomed the challenges and knew that they would be better for having
experienced them. Oftentimes, researchers unveil the difficulties, and share how those
difficulties can be managed and overcome. This research offers the same. However, what
is most provocative is that there is reward after the challenge. In every case, teachers
were thankful and gleeful for the students who presented the most troublesome
characteristics and what seemed like insurmountable problems. The greater the challenge,
the greater the reward.
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The Connections to Research
At the onset of this research, there were two theories that formed the foundation.
The concept of self-efficacy and how it is developed as well as the critical race theory
both underscore this research and proved to be vital in the findings. According to the
research, self-efficacy is defined as “judgments about one’s capability to organize and to
execute a course of action needed to attain a goal” (Bandura, 1991, as cited in Hanks &
Beier 2012, p. 318). Teacher self-efficacy is defined as the belief in one’s capabilities to
determine positive outcomes in even the most difficult students (Khan, 2012). One can
also state that teacher self-efficacy is “one’s belief in his or her ability to organize and to
execute the course of action required to successfully accomplish a specific teaching task
in a particular context” (Tschannen-Moran et al., 1998, as cited in Siwatu, 2011, p. 117).
Within the context of this research’s focus—urban schools—these definitions are clearly
documented as the teachers’ perspectives were shared. Through their definitions of selfefficacy, they articulated that their teaching abilities had been refined and developed over
time, concluding that they were “effective” teachers. Each teacher, as found in the
research, relished in the face of adversity and used the negative circumstances
(underperforming, unmotivated students and impoverished living conditions) to focus on
the positive in each student. It was their abilities as teachers and the potential they found
in all students that would make the differences. Mastery experiences, vicarious
experiences, verbal and social persuasion, as well as physiological and emotional states
were documented as ways through which high-performing teachers developed selfefficacy. What was not prevalent in the initial research was the emphasis on building
relationships with students as a way of increasing teachers’ self-efficacy. In every case
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from this study, teachers were adamant that building relationships and getting to know
students was a critical method of increasing and adapting one’s self-efficacy. This could
be seen as the “gateway” to academic success.
Critical race theory, which is grounded in constructionism, has the purpose of
“critiquing liberalism and arguing that Whites have been the primary beneficiaries of
civil rights legislation” (Ladson-Billings, 1998, p. 12). In keeping with the tenet that
“racism is normal in American society” (Ladson-Billings, 1998), we cannot escape the
discussion and the presence of race. Since it is inherent, we must acknowledge it (p. 89).
Critical race theory can provide a more “expansive view,” and allow counter-stories to be
told by teachers who are exceptional even when presented with what may seem like
insurmountable obstacles (poverty, lack of parental involvement, unfavorable living
conditions, and underserved communities) to face.
“There are five themes that form its basic perspectives, research methods, and
pedagogy which include 1) the centrality and intersectionality of race and racism, 2) the
challenge to dominant ideology, 3) the commitment to social justice, 4) the centrality of
experiential knowledge, and 5) the interdisciplinary perspective” (Solorzano, 1997, p. 6).
The definitions of those themes are as follows:
Race and racism and the commitment to social justice. The centrality of and
intersectionality of race and racism contends that “critical race theory starts from the
premise that race and racism are endemic and permanent” (Solorzano, 1997, p. 6).
Intersectionality can be described as a concept that acknowledges the intersection of race
and gender for the purposes of challenging the assumption that these two characteristics
can be separated. Furthermore, just as race and gender are explored within this concept, it
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should be expanded to include other issues including class, sexual orientation, age, and
color (Crenshaw, 1991).
The foundation of critical race theory is to eradicate social injustice and racism
(Solorzano, 1997). Matsuda (1991) also adds that other differences such as gender, class,
and sexual orientation should not be subordinated and are therefore a part of the overall
goals of critical race theory as well.
The challenge to dominant ideology and commitment to social justice.
Ideology is defined as “a set of beliefs that explains or justifies some actual or potential
social arrangement” (Solorzano, 1997, p. 8). In this theme, critical race theorists believe
that notions of “objectivity, meritocracy, color-blindness, race neutrality, and equal
opportunity” are a camouflage for the self-interest, power, and privilege of dominate
groups in U. S. society (Calmore, 1992). It is under this theme that researchers find that
“counter-storytelling has been an essential feature of educational research” (DeCuir &
Dixson, 2004, p. 27). Delgado and Stefancic (2001) define counter-story-telling as “a
method of telling a story that aims to cast doubt on the validity of accepted premises or
myths, especially ones held by the majority” (p. 27). This method is essential within this
theory as it not only challenges dominant and/or privileged discourses, but it also seeks to
give voice to those who are underrepresented and marginalized within a society (DeCuir
& Dixson, 2004). Counter-storytelling “helps us understand what life is like for others,
and invites the reader into a new and unfamiliar world” (Delgado & Stefancic, 2001, p.
41).
The centrality of experiential knowledge. This theme is grounded in valuing the
lived experiences of those who have been subordinated and under the power of the
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dominant race. These stories are important because they afford researchers and their
varied audiences an opportunity to develop a deep understanding of race and racism
(Solorzano, 1997). Bell (1987), Delgado (1989), and Olivas (1990) all “include
storytelling, family history, biographies, scenarios, parables, chronicles, and narratives as
important methods to use within research grounded in critical race theory” (as cited in
Solorzano, 1997, p. 7)
The interdisciplinary perspective. “Critical race theory challenges ahistoricism
and the undisciplinary focus of most analyses and insists on analyzing race and racism in
the law by placing them in a historical and contemporary context” (Solorzano, 1997, p.
7). By doing so, race and racism will always be at the forefront of one’s research. Given
that one of the main purposes of critical race theory is to emancipate, this commitment to
focus on race encourages the necessary discourse for positive change.
Within this research study, the data collection revealed that the essential themes
of critical race theory were affirmed in the study of high-performing Black teachers in
underperforming schools. The first theme, the centrality and intersectionality of race and
racism emerged in part because the study’s focus was narrowed to Black teachers. Their
race was central to the start of the research. The concept of intersectionality became
important in this study as not only was Blackness important, but class also emerged as
well. As teachers shared about their childhood, each was clear to articulate their social
status as a child—which was largely centered on their parents’ education and career
status. While this status did not cause parents to de-value education one way or the other
(whether they were college-educated or not), it was discussed in all three cases from
Phase 2 in terms of using their background to understand their students more deeply and
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to care for their social as well as their educational needs. Challenging the dominant
ideology was central to this research as it was grounded in the counter-story. Highperforming teachers in underperforming schools suggest that despite the odds and the
most prevalent research, stories of success exist. Given the requirements to participate in
this study, the dominant ideology was challenged and overcome within the confines and
context of this research. This also closely relates to the centrality of experiential
knowledge as this study highly valued the voices and lived experiences of those who
have been under-represented—high-performing Black teachers. This research will
captivate audiences who have little knowledge of this topic, as well as those who may be
well-versed in educational research and findings. This research is novel and relevant. As
the teachers began to explain their educational methods and the strategies they use to help
students to think critically, the theme of the commitment to social justice came to mind.
Education can be considered the civil rights movement of recent times. In many cases,
education is considered the equalizer. The fight for high-quality education for the underserved is the ultimate commitment to social justice. Finally, the interdisciplinary
perspective emerged as a part of this research study as well. In this theme, the focus is
commitment to focus on race, which encourages the necessary discourse for positive
change. The depth to which this research was conducted creates an opportunity for
conversation. This study included a total of ten teachers within the local school district.
However, there are countless other teachers who likely match the requirements of this
study. What are their teaching methods? What are their thoughts around self-efficacy and
student achievement? What are we able to accomplish if we pool the resources of such
talent together? Bringing the work of these teachers to scale can become the new
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conversation as opposed to the old conversation of mass low achievement and poor
teaching practices.
Implications
After completing this study, it became apparent that there are several implications
that can positively impact K-12 education, higher education institutions, and even nonprofit educationally-focused entities that work collaboratively with legislative bodies and
policy-makers.
K-12 education. As I ponder the overall findings of this research, I’m very
reflective of my career as a teacher and a principal. This research has made me ask
myself the questions, “What would I do differently?” What should be different?” To
answer my own questions, the first things that come to mind are teaching and learning.
Based on my key learnings, it is critical for teachers to be effective. This effectiveness
must be measured not only by their students’ academic achievement and students’
growth, but also by students’ perspectives. As a result, we should be measuring teachers’
effectiveness not only by their TVAAS score, but also by what I’d call “the achievement
gap effect.” In short, how can we create accountability that is sustained through multiple
years and measures students’ growth over time? This approach, if implemented
effectively, has the potential to create school-wide efficacy and success, decreasing the
“boutiques” of high proficiency that exist. This measure should consider teachers’ most
effective strategies and their knowledge of individual students’ learning levels.
Differentiation of students’ needs should be the guide of each classroom teacher and the
needs should be measured much more frequently than the regular observation cycles.
Teachers should be required to not only articulate how they will achieve an efficacious
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classroom, but also demonstrate this regularly as a part of their evaluation. This approach
and shift in K-12 education can be summarized as follows:


Measure effectiveness over a period of years to understand the “gap effect”
that teachers have on cohorts of students.



Focus on differentiation of students’ learning by measuring the teachers’ true
understanding of their students’ achievement levels.



Include student efficacy practices as a part of all evaluations (teachers must
demonstrate how they would develop and sustain an efficacious classroom)



Increase the frequency of evaluating all teachers to allow for reflection and
course-correction opportunities.

Higher education. To achieve the above goals, higher education must take a
much stronger stance on the preparation of teachers who will work in urban settings.
While this research focuses on Black teachers, this need should span all races.
Coursework specific to building one’s efficacy should be implemented strategically in
every institution of higher learning, including community colleges. As a part of students’
courses of study, classes on teacher and student efficacy should be implemented as
standard and not “optional.” In these classes, students would learn the following:


How to measure their own self-efficacy.



How their self-efficacy practices show up in their classrooms.



How to strengthen their self-efficacy (since this research asserts that selfefficacy grows over time with various experiences).

Given this shift in focus, students in higher education settings should leave
colleges and universities with a deep understanding of teacher efficacy and how to
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implement it into their classrooms. This change could influence the retention rate of new
teachers—especially in urban settings.
Non-profit collaboration with legislative bodies of policy-makers. There are
hundreds of non-profit educationally-focused organizations whose mission and vision is
to increase the effectiveness of schools for all students. These agencies are garnering
some success in understanding what works in urban schools. These entities focus on
teacher training (Memphis Teacher Residency), teacher leadership (Emerging LeadersNew Leaders), and parental involvement and empowerment (Stand for Children). This
research has implications for all such organizations as regards to how they share their key
findings with legislative bodies of policy-makers. What are the key documented findings
from each non-profit entity and how have these findings been communicated with
educational legislation? Given that many of these organizations have operated for
multiple years (at least 3+), how have they been able to influence policy for the better?
The implications for non-profit entities and collaboration with legislative bodies of
policy-makers can be summarized with the following questions:


What is our overall vision and mission for American urban schools?



How does that vision and mission correlate with others?



What are we learning?



How can we positively impact educational policy based on what we know?



What collaborative structures are in place to ensure alignment and “strength in
numbers?”

This call for organizational collaboration would demonstrate the importance of
the work grounded in educational change to policy-makers who are not “on the ground”.
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This heightened “brotherhood” of organizations might accomplish far more together than
working in isolation towards educational change and effectiveness.
Recommendations for Future Research
In the spirit of research, this process left me with even more questions than
answers. As I consider my own research pursuits and the pursuits of my colleagues in the
field, I would offer the following topics as future research opportunities. Completing
research in the following areas would provide an even more in-depth look into teacher
efficacy, learning, and ultimately ways to strengthen our educational system so that all
students attain optimal success both academically and socially. See future research topics
below:


Difficult students and their response to teachers with high levels of efficacy.



High-performing students and the increase of their skills and learning over
time in classrooms with teachers who have high levels of teacher efficacy.



Narrowed scope of research to focus on STEAM teachers and self-efficacy.



Classroom observations and efficacy practices (including student voice).



District curriculums, Common Core, and teacher efficacy in urban settings.



Influence of teachers with high-efficacy on their peers.



Correlation between high-performing teachers’ efficacy and high-performing
principals’ efficacy in the same urban settings.



School structures in urban setting and their influence on teachers’ efficacy
practices.

Difficult students and high-performing students. As a future researcher, one of
the first adaptations I would make to the research would be to widen the research
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participant pool. This research only focused on Black teachers, which presented an
important, but limited point of view. Future research might include teachers of all races
and ethnic backgrounds with the emphasis being their practices. My suspicion, even
given the broadening, causes me to believe that culture, race, and ethnicity will always be
a factor as we can never separate ourselves from who we identify ourselves with. In
addition to increasing the types of teachers who should participate in such research, I
would also narrow the focus to “difficult” students and teacher efficacy. Teachers in this
study embraced challenges of children with behavior problems. I would unpack that
notion by including students as a part of the discussion. On the contrary, it would be
interesting to understand how high-performing students respond to teachers with highefficacy. Are the efficacy practices the same? Do those students require a different type
of motivation to be successful? Understanding how high-performing students improve
over time when they have teachers with high-efficacy could possibly influence teacher
practice at scale over time.
STEAM (Science, Technology, Engineering Arts, and Math) and selfefficacy. According to Chapter 2, it is oftentimes difficult to find teachers of science,
math, etc. who are highly qualified. As cited in Siwatu et al. (2011), numerous reports
written by government and educational agencies reveal that teacher attrition rates have
become a significant concern among educational administrators. More specifically,
“research findings suggest that attrition is highest in schools with a high percentage of
low income, high poverty, and minority students” (Kersaint, Lewis, Potter, & Meisels,
2007, as cited in Siwatu et al., 2011, p. 209). There are equally daunting results regarding
Black students earning STEM degrees. In 2009,
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Blacks received just 7% of all STEM bachelor’s degrees, 4% of master’s degrees,
and 2% of PhDs. Our nation cannot produce a high volume of high quality
teachers if they are ill-prepared. Furthermore, “the NCES estimates that in a
typical year, just thirteen Blacks and twenty Latinos of either sex will receive
PhDs in physics. Nationwide, Black and Latino students are least likely to have
access to a quality STEM instruction. (Hutchison, 2014, pp 8-9).
These factors have a negative impact on students of color in those classes and in
those schools. Future research would involve a study that is focused on high-performing
STEAM teachers and their self-efficacy. I would want to know who those teachers are
and where they are mostly concentrated. What specific self-efficacy practices do they
have and how were those practices developed? Research would reveal how those
practices influence the students they teach.
Classroom observations and self-efficacy. In this study, the teachers shared
much about their classroom practices and how they use their self-efficacy. They also
shared how they teach self-efficacy to their students. Future research would add the
research method of field studies to see teachers with high self-efficacy in action. This
research would help to develop an understanding around what actually happens in their
classrooms, how students react and respond, and how teachers adapt their practices when
needed. This method would place the researcher “in” the field—allowing a deeper
perspective to be developed. These observations would also lend themselves to authentic
interactions with students—whose insight would be invaluable to the study.
District curriculums, common core, and teacher efficacy. Research should
always be relevant. What is incredibly relevant right now is Common Core. While this

219

topic has picked up much traction over the last couple of years, I wonder about its
influence on district curriculums and how this impacts teacher efficacy. Efficacy is
grounded in one believing that he/she has the ability to successfully carry out a task. With
new standards, how has teacher belief shifted? How are those with high efficacy working
towards increasing their knowledge (and ultimately their confidence), and how does this
impact their practices? On the contrary, if teachers have traditionally struggled with selfefficacy, what has been the impact of the heightened emphasis on college and career
standards for all students, more rigorous teaching, and a vigorous curriculum? There is
much to learn from a study such as this as it could influence the Common Core/College
and Career Standards throughout the country.
Teachers with high self-efficacy and their influence on their peers. During this
study, the teachers and I discussed whether or not their beliefs aligned with the school’s
beliefs. In every case, teachers believed they did. Future research would “dig deeper” into
the influence teachers with high self-efficacy have on their peers (teammates, teachers in
the same subjects, etc.). How do they transfer their knowledge to others? I wonder if this
is difficult for them and what adaptations they make when working towards building the
efficacy of peers vs. building efficacy of their students. Understanding how teachers turnkey their knowledge when needed could possibly influence increasing teacher selfefficacy at scale. This could result in increasing student achievement and growth.
Correlation between teachers’ and principals’ efficacy in urban settings. It is
no secret that principals have a significant amount of influence on their staffs. This can be
either negative or positive depending on the principals’ level of effectiveness. Future
research on high-performing teachers and high-performing school leaders (both with
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high-efficacy) would help researchers understand what is working well in schools, which
might reveal a set of actions that could be replicated in schools where success has been
limited. In such a study, I would want teachers to dialogue about their practices with
others teachers who might benefit from them. I would like to hear what high-performing
principals would offer as their “best practices” and how they collaborate with teachers
who work at high levels. This research would highlight the critical relationship between
high-performing teachers and high-performing principals.
School structures in urban settings and teachers’ self-efficacy. In this study,
the emphasis of the research would be to understand the structures within urban schools
that foster teachers’ self-efficacy practices. Research would center around understand
structures like school culture, reflective practices of all staff, professional development,
and mentoring opportunities. These school structures might have influence over teachers’
efficacy and whether or not it is high or low. Ultimately, key learnings from this study
would provide insight into how schools function in specific areas and how teachers’
practices are adapted. This research would inform future start-up schools (charters), as
well as existing schools that either have teachers with low self-efficacy or those whose
efficacy could be improved if the school provided optimal conditions.
Chapter Conclusion and Summary
While it might seem cliché, our children, regardless of color, are the future of this
country. The schools in which they attend are vital in their pursuit of the American
Dream, which includes their self-sufficiency and equal opportunities in education. Within
this study, the findings suggest and prove that high-performing teachers exist and that
they are getting the results that seem to elude most. Our job—as parents, teachers, and
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school and government officials—is to find out what they are doing and how they do it.
Scaling the impact of high-performing teachers should be the most important discourse
taking place within our society. There is actually nothing more important. If we choose to
care for our children’s educational well-being, there are no limits to what can accomplish.
On the contrary, if we choose not to focus on such a matter, the educational
trajectory of millions of children will diminish before our eyes—causing what could have
been the American Dream to become American Nightmare. This research will be used to
start the conversation of hope, best practices, and expose the counter-stories for the
uplifting of those most in need—our children.
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Appendix A: Flyer for Study

RESEARCH STUDY PARTICIPANTS WANTED!

Research Title: Teacher Self-Efficacy: How do high-performing Black teachers in underperforming urban
schools negotiate self-efficacy?
Research Study Focus: Teacher Self-Efficacy
Purpose: To understand the self-efficacy practices of high-performing Black teachers in urban schools
Key Question: How do high-performing Black teachers negotiate self-efficacy in underperforming urban
schools?

Participants for this study must meet the following criteria:
Phase 1: (Focus Group of 8-10 participants)
 Participated in New Leader efficacy training (within the last 3
years/cohorts)
 Have been deemed effective by obtaining:
 Level “5” on TEM 3.0
 Level “5” on Tennessee Value-Added Assessment System (2014
TVAAS-which measures student growth)
Phase 2: (3 one-on-one interviews-1 hr. each)
 At least 65% or greater student proficiency on state test (reading or math)

PARTICIPATION FOR THE STUDY IS STRICTLY VOLUNTARY
IF YOU ARE INTERESTED IN THIS STUDY AND MEET THE
CRITERIA, PLEASE CONTACT ME DIRECTLY VIA EMAIL OR
PHONE.
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901-219-3787

Tisha L. White
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Tisha L. White

Appendix B: Initial Letter to Participants

Date: ____________________________
Dear New Leaders Community Members:
I am writing this email to invite you to participate in an upcoming research opportunity.
The research focus is the self-efficacy. The purpose of this Critical Race Theory study is
to understand the self-efficacy practices of high-performing Black teachers in urban
schools.
The key research question is: “How do high-performing Black teachers negotiate selfefficacy in underperforming urban schools?”
The criteria for the research study are as follows:
Phase One:
 Participated in efficacy training (within the last 3 years via the Emerging
Leaders Program)
 Have been deemed effective by obtaining:
 Level “5” on TEM
 Level “5” on Tennessee Value-Added Assessment System (2014
TVAAS-which measures student growth)
Phase Two:
 At least 65% or greater student proficiency on 2014 state test (reading or
math)

PARTICIPATION IS STRICTLY VOLUNTARY.
If you meet the criteria for this study and would like to participate, please contact me
directly via email (twhite@newleaders.org) or phone (901-219-3787 or 901-201-7616).

Thank you,

Tisha L. White
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Appendix C: Second Email to Participants

Date: ____________________________
Dear New Leaders Community Members:
I am writing this email to remind you about an opportunity to participate in an upcoming
research opportunity. The research focus is the self-efficacy. The purpose of this Critical
Race Theory study is to understand the self-efficacy practices of high-performing Black
teachers in urban schools.
The key research question is: “How do high-performing Black teachers negotiate selfefficacy in underperforming urban schools?”
The criteria for the research study are as follows:
Phase One:
 Participated in efficacy training (within the last 3 years via the Emerging
Leaders Program)
 Have been deemed effective by obtaining:
 Level “5” on TEM
 Level “5” on Tennessee Value-Added Assessment System (2014
TVAAS-which measures student growth)
Phase Two:
 At least 65% or greater student proficiency on 2014 state test (reading or
math)

PARTICIPATION IS STRICTLY VOLUNTARY.
If you meet the criteria for this study and would like to participate, please contact me
directly via email (twhite@newleaders.org) or phone (901-219-3787 or 901-201-7616).

Thank you,

Tisha L. White
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Appendix D: Consent Forms

Consent to Participate in a Research Study
Title of Study
Teacher Self-Efficacy: How do High-Performing Black Teachers in Underperforming
Urban Schools Negotiate Self-Efficacy
Why are you Being Invited to Take Part in this Research?
You are being invited to take part in a research study titled, Teacher Self-Efficacy:
How do High-Performing Black Teachers in Underperforming Urban Schools Negotiate
Self-Efficacy. If you volunteer to take part in this study, you will be 1 of 8-10 people in
the initial part of this study. There will be two phases. The first criteria is being a teacher
who participated in New Leader Efficacy Training within the last 3 years. The second
phase (and additional screen) is for teachers who state test data results in reading or math
are 65% proficient or higher.
Who is doing the Study?
The person in charge of this study is Tisha L. White, a doctoral student at
University of Memphis, Department of Education, Instruction, Curriculum, &
Leadership. She is being guided in this research by Dr. Beverly Cross, Advisor. This is
part of a dissertation.
What is the Purpose of this Study?
The purpose of this study is to understand how high-performing Black teachers in
underperforming urban schools negotiate self-efficacy, to learn about their self-efficacy
practices, and how teachers adapt self-efficacy. The study’s purpose is also to understand
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how self-efficacy is distinguished in urban settings. The Lead Investigator will not benefit
directly from this research as it is part of a dissertation.
Are there Reasons why you should not take part in this Study?
You should not take part in this study if you are not:


A Black teacher



High-performing (as deemed by evaluation scores and TVAAS scores)



A past participant (last 3 years) in the New Leader Efficacy Training



All teachers who meet the above criteria qualify for the study.

No discomforts or stresses are expected during the interview process. There are no
significant risks to participation in this study. While sharing achievement data and
evaluation scores could be considered sensitive, it will be obtained voluntarily from you,
the participant. The data will not be obtained from any alternative methods and will not
be shared with anyone using your name or school name.
Where is the Study going to take place and how long will it last?
The research procedures will be conducted at a location of your choice so that no one is
privy to the participants of this study. The focus group interview will take about (1) hour
and will focus on developing a general understanding of the following:


teachers’ personal self-efficacy beliefs



how those beliefs are formed



impact on student achievement & growth

The additional 3 individual interviews (Phase Two) will be about one hour each
and will focus on participants’ understanding of reality by exploring the following:


Participants sharing information about themselves within the context
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of their schools


Providing detailed information about their experiences & reviewing a
student work sample



Reflecting on the meaning derived from their experiences



Allowing participants to construct stories based on those topics



Developing an understanding of how self-efficacy beliefs are
developed



Understanding the key factors that have shaped efficacy beliefs
through participants constructed realities via storytelling

The total amount of time you will be asked to volunteer for this study is (4) hours
over the next (4) weeks. Both phases will be transcribed without “real” names. All audio
and transcriptions will be destroyed within 5 years.
What will you be asked to do?
This is a qualitative study and voices are critical to be heard. If you volunteer to
take part in this study, you will be asked to sit for one focus group interview (Phase One)
lasting about (1) hour. Should you meet the qualifications for Phase Two and volunteer to
participate, you will volunteer for an additional 3 hours of individual interviews starting
approximately one week after the focus group has concluded. Each interview will be
audio recorded, with each recording given a pseudonym for each participant to protect
your identity. No authentic names will be used for the study. Interviews will occur over a
four-week period. The procedures of this study will consists of a focus group (about 8-10
people) and the additional one-on-one interviews that will be three hours each. The
specific focus areas of the interview are as follows:
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Phase One: (8-10 participants)


teachers’ personal self-efficacy beliefs



how those beliefs are formed



impact on student achievement & growth

Phase Two: (3 participants, 3 individual interviews)


Participants sharing information about themselves within the context of their
schools



Providing detailed information about their experiences & reviewing a student
work sample



Reflecting on the meaning derived from their experiences



Allowing participants to construct stories based on those topics



Developing an understanding of how self-efficacy beliefs are developed



Understanding the key factors that have shaped efficacy beliefs through
participants constructed realities via storytelling

Upon the initial meeting, the participants will need to provide evidence of teacher
evaluation scores (TEM) and state growth data (TVAAS). Upon the conclusion of Phase
One, Phase Two will begin. Participants from Phase One will need to indicate on the
initial consent form their interest in being contacted to participate in Phase Two. They
will need to provide verification of student achievement data (with results being at least
65% proficient or advanced in reading or math). *This percentage was chosen as it
represents a higher average than the school district. To select participants for Phase Two,
I will review the consent forms, make contact with participants, and set up a meeting for
verification of data. The three participants will the highest student results (at least 65% or
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higher) will be selected. They solidify their participation in Phase Two, a second consent
form will need to be signed.
Again, the focus group and the individual interviews will be recorded (using
pseudonyms). I will take notes as the meetings take place. Notes will not be shared with
anyone for any purpose.
What are the possible risks and discomforts?
No discomforts or stresses are expected during your interview process. There are
no significant risks to participation in the study. While sharing students’ achievement data
and evaluation scores can be considered sensitive, it will be obtained voluntarily from
you, the participant. The data will not be obtained from any alternative methods.
To the best of my knowledge, the things you will be doing have no more risk of
harm than you would experience in everyday life. Generally, the questions will be
focused on your experiences as a teacher. These questions may also cause you to reflect
on your past as a student and as a teacher. The questions will be designed to gather
information and not to make you uncomfortable in any way. In order to keep risks at a
minimum, the study will ensure the following protocol is put into place during the study:


You can refuse to answer any questions that make you uncomfortable and will
not be pressed for a response.



You may also state that you have no experiences pertaining to the specific
question being asked and you will not be pressed for a response.



You can end an interview if you become uncomfortable.

• To protect identity while focus group is conducted:
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To ensure that each focus group member maintains confidentiality, we will openly
discuss the need for everyone’s identity to remain anonymous and that no information be
shared outside of the focus group. I will ask everyone to openly agree to these
stipulations of the focus group before it begins. *Each focus group member will be
assigned a pseudonym by me and will where the name tags throughout the meeting.
Will you benefit from taking part in this study?
You will not get any personal benefit from taking part in this study.
Do you have to take part in the study?
If you decide to take part in the study, it should be because you really want to
volunteer. You will not lose any benefits or rights you would normally have if you choose
not to volunteer. You can stop at any time during the study and still keep the benefits and
rights you had before volunteering. If you decide not to take part in this study, your
decision will have no effect on the quality of this study. Your decision to participate or
not to participate will be kept confidential. Since each participant has completed the New
Leaders Efficacy Training and is a member of the New Leader Community, it’s important
to note that participation or declining to participate will have no impact on membership,
future activities, or future participation in New Leader events.
If you don’t want to take part in the study, are there other choices?
If you do not want to be in the study, there are no other choices except not to take
part in the study.
What will it cost you to participate?
There are no costs associated with taking part in the study.
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Will you receive any rewards for taking part in this study?
You will not receive any rewards or payment for taking part in the study.
Who will see the information that you give?
I will make every effort to keep private all research records that identify you to the
extent allowed by law. Your information will be combined with information from about
8-10 other people taking part in the study. When I write about the study to share it with
other researchers, I will write about the combined data that has been collected. You will
not be personally identified in these written materials. I may publish the results of this
study; however, I will keep your name and other identifying information private through
the use of pseudonyms or no names at all.
I will make every effort to prevent anyone who is not on the research team from
knowing that you gave us information, or what that information is. All results,
documentations, and recordings from this study will be disguised by a fake name and this
name will be used on all of the research records. All documentations including,
recordings, transcripts and notes will be held in a locked file cabinet in my home and
destroyed within five years following the study.
I will keep private all research records that identify you to the extent allowed by
law. However, there are some circumstances in which we may have to show your
information to other people. An exception to confidentiality involves information
revealed concerning suicide, homicide, or child abuse which must be reported as required
by law or if the researcher is required to provide information by a judge. Also, we may be
required to show information which identifies you to people who need to be sure we have
done the research correctly; these would be people from such organizations as the
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University of Memphis.
How will the data be analyzed?
After all data is collected, I will review the transcripts, looking for key themes
that may emerge from the interviews. After a thorough examination and analysis of the
data has been completed and the themes are clearly defined, I will develop fictional
stories to represent the themes. I will use the data collected to develop the stories and to
represent the themes that have emerged from the study. Data from all participants will be
used to 1) determine the themes and 2) to develop the fictional stories. Again,
pseudonyms will be used to protect the identity of all participants.
Can you take part in the Study and Quit Later?
If you decide to take part in the study you still have the right to decide at any time
that you no longer want to continue. You will not be treated differently if you decide to
stop taking part in the study.
I may need to withdraw you from the study. This may occur if you are not able to
follow the directions given to you, or if I find that your being in the study is more risk than
benefit to you—possibly participation could be too difficult. If it is decided to exclude
you from the study, I will use the data collected thus far.
What if you have questions, suggestions, concerns, or complaints?
Before you decide whether to accept this invitation to take part in the study, please
ask any questions that might come to mind now. Later, if you have questions,
suggestions, concerns, or complaints about the study, you can contact the investigator,
Tisha White at 901-219-3787 and email: tWhite@newleaders.org. If you have any
questions about your rights as a volunteer in this research, contact the Institutional Review
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Board staff at the University of Memphis at 901-678-2705. We will give you a signed
copy of this consent form to take with you.
What if new information is learned during the study that might affect your decision
to participate?
If the researcher learns of new information in regards to this study, and it might
change your willingness to stay in this study, the information will be provided to you.
You may be asked to sign a new informed consent form if the information is provided to
you after you have joined the study.
What happens to my privacy if I am interviewed?
Each interview will be audio recorded, with each recording given a pseudonym
for each participant. No authentic names will be used for the study.
No Funds Set aside for research-related Injuries:
It is important for you to understand that the University of Memphis does not
have funds set aside to pay for the cost of any care or treatment that might be necessary
because you get hurt or sick while taking part in this study. Also, the University of
Memphis will not pay for any wages you may lose if you are harmed by this study.
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Option to be contacted for Phase Two of the Study:
Upon the conclusion of Phase One of the study (the focus group), Phase Two (1:1
interviews) of the study will begin. Checking the “Yes, contact me for Phase Two”
box indicates that I would like to be contacted for participation by the researcher,
provided that I meet the additional criteria:



At least 65% or greater student proficiency on 2014 State Assessments
(reading or math)
If teachers fail to meet the 65% additional screen, the next highest scores
will be accepted.

There are no added benefits or consequences for participating or declining
participation for Phase Two of this study.

Yes, contact me for Phase Two
No, do not contact me for Phase Two

Signature of person agreeing to take part in the study________________________
Date____________________________________.
Printed name of person agreeing to take part in the
study_______________________________________________________________.
Date_____________________________________.
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Phase Two: (Second Consent Form)
Consent to participate in a Research Study
Title of Study
Teacher Self-Efficacy: How Do High-Performing Black Teachers In Underperforming
Urban Schools Negotiate Self-Efficacy?
Why are you being invited to take part in this research?
You are being invited to take part in a research study titled, Teacher SelfEfficacy: How do High-Performing Black Teachers in Underperforming Urban
Schools Negotiate Self-Efficacy. If you volunteer to take part in this study, you
will be 1 of 8-10 people in the initial part of this study. There will be two phases.
The first criteria is being a teacher who participated in New Leader Efficacy
Training within the last 3 years. The second phase (and additional screen) is for
teachers who state test data results in reading or math are 65% proficient or
higher.
Who is doing the Study?
The person in charge of this study is Tisha L. White, a doctoral student at
University of Memphis, Department of Education, Instruction, Curriculum, &
Leadership. She is being guided in this research by Dr. Beverly Cross, Advisor. This is
part of a dissertation.
What is the purpose of this Study?
The purpose of this study is to understand how high-performing Black teachers in
underperforming urban schools negotiate self-efficacy, to learn about their self-efficacy
practices, and how teachers adapt self-efficacy. The study’s purpose is also to understand
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how self-efficacy is distinguished in urban settings. The Lead Investigator will not benefit
directly from this research as it is part of a dissertation.
Where is the study going to take place and how long will it last?
The research procedures will be conducted at a location of your choice so that no
one is privy to the participants of this study.
The additional 3 individual interviews (Phase Two) will be about one hour each and will
focus on participants’ understanding of reality by exploring the following:


Participants sharing information about themselves within the context of their
schools



Providing detailed information about their experiences & reviewing a student
work sample



Reflecting on the meaning derived from their experiences



Allowing participants to construct stories based on those topics



Developing an understanding of how self-efficacy beliefs are developed



Understanding the key factors that have shaped efficacy beliefs through
participants constructed realities via storytelling

What are the possible risks and discomforts?
No discomforts or stresses are expected during your interview process. There are
no significant risks to participation in the study. While sharing students’ achievement data
and evaluation scores can be considered sensitive, it will be obtained voluntarily from
you, the participant. The data will not be obtained from any alternative methods.
To the best of my knowledge, the things you will be doing have no more risk of
harm than you would experience in everyday life. Generally, the questions will be
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focused on your experiences as a teacher. These questions may also cause you to reflect
on your past as a student and as a teacher. The questions will be designed to gather
information and not to make you uncomfortable in any way. In order to keep risks at a
minimum, the study will ensure the following protocol is put into place during the study:


You can refuse to answer any questions that make you uncomfortable and will not
be pressed for a response.



You may also state that you have no experiences pertaining to the specific question
being asked and you will not be pressed for a response.



You can end an interview if you become uncomfortable.
To ensure that each focus group member maintains confidentiality, we will openly

discuss the need for everyone’s identity to remain anonymous and that no information be
shared outside of the focus group. I will ask everyone to openly agree to these
stipulations of the focus group before it begins. *Each focus group member will be
assigned a pseudonym by me and will where the name tags throughout the meeting.
Will you benefit from taking part in this study?
You will not get any personal benefit from taking part in this study.
Do you have to take part in the study?
If you decide to take part in the study, it should be because you really want to
volunteer. You will not lose any benefits or rights you would normally have if you choose
not to volunteer. You can stop at any time during the study and still keep the benefits and
rights you had before volunteering. If you decide not to take part in this study, your
decision will have no effect on the quality of this study. Your decision to participate or
not to participate will be kept confidential. Since each participant has completed the New
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Leaders Efficacy Training and is a member of the New Leader Community, it’s important
to note that participation or declining to participate will have no impact on membership,
future activities, or future participation in New Leader events.
If you don’t want to take part in the study, are there other choices?
If you do not want to be in the study, there are no other choices except not to take
part in the study.
What will it cost you to participate?
There are no costs associated with taking part in the study.
Will you receive any rewards for taking part in this study?
You will not receive any rewards or payment for taking part in the study.
Who will see the information that you give?
I will make every effort to keep private all research records that identify you to the
extent allowed by law. Your information will be combined with information from about
8-10 other people taking part in the study. When I write about the study to share it with
other researchers, I will write about the combined data that has been collected. You will
not be personally identified in these written materials. I may publish the results of this
study; however, I will keep your name and other identifying information private through
the use of pseudonyms or no names at all.
I will make every effort to prevent anyone who is not on the research team from
knowing that you gave us information, or what that information is. All results,
documentations, and recordings from this study will be disguised by a fake name and this
name will be used on all of the research records. All documentations including,
recordings, transcripts and notes will be held in a locked file cabinet in my home and
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destroyed within five years following the study.
I will keep private all research records that identify you to the extent allowed by
law. However, there are some circumstances in which we may have to show your
information to other people. An exception to confidentiality involves information
revealed concerning suicide, homicide, or child abuse which must be reported as required
by law or if the researcher is required to provide information by a judge. Also, we may be
required to show information which identifies you to people who need to be sure we have
done the research correctly; these would be people from such organizations as the
University of Memphis.
How will the data be analyzed?
After all data is collected, I will review the transcripts, looking for key themes
that may emerge from the interviews. After a thorough examination and analysis of the
data has been completed and the themes are clearly defined, I will develop fictional
stories to represent the themes. I will use the data collected to develop the stories and to
represent the themes that have emerged from the study. Data from all participants will be
used to 1) determine the themes and 2) to develop the fictional stories. Again,
pseudonyms will be used to protect the identity of all participants.
Can your taking part in the study end early?
If you decide to take part in the study you still have the right to decide at any time
that you no longer want to continue. You will not be treated differently if you decide to
stop taking part in the study.
I may need to withdraw you from the study. This may occur if you are not able to
follow the directions given to you, or if I find that your being in the study is more risk than
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benefit to you—possibly participation could be too difficult. If it is decided to exclude
you from the study, I will use the data collected thus far.
What if you have questions, suggestions, concerns, or complaints?
Before you decide whether to accept this invitation to take part in the study, please
ask any questions that might come to mind now. Later, if you have questions,
suggestions, concerns, or complaints about the study, you can contact the investigator,
Tisha White at 901-219-3787 and email: twhite@newleaders.org. If you have any
questions about your rights as a volunteer in this research, contact the Institutional Review
Board staff at the University of Memphis at 901-678-2705. We will give you a signed
copy of this consent form to take with you.
What if new information is learned during the study that might affect your decision
to participate?
If the researcher learns of new information in regards to this study, and it might
change your willingness to stay in this study, the information will be provided to you.
You may be asked to sign a new informed consent form if the information is provided to
you after you have joined the study.
What happens to my privacy if I am interviewed?
Each interview will be audio recorded, with each recording given a pseudonym
for each participant. No authentic names will be used for the study.
No funds set aside for research-related Injuries.
It is important for you to understand that the University of Memphis does not
have funds set aside to pay for the cost of any care or treatment that might be necessary
because you get hurt or sick while taking part in this study. Also, the University of
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Memphis will not pay for any wages you may lose if you are harmed by this study.

Signature of person agreeing to take part in the study________________________
Date____________________________________.
Printed name of person agreeing to take part in the
study_______________________________________________________________.
Date_____________________________________.
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Appendix E: Interview Guide
Tisha L. White
Interview Guides 1-3 (including student work sample protocol and storytelling)
Research Title:
TEACHER SELF-EFFICACY: HOW DO HIGH-PERFORMING BLACK TEACHERS IN
UNDERPERFORMING URBAN SCHOOLS NEGOTIATE SELF-EFFICACY?
RESEARCH SUB-QUESTIONS:
d. What are the personal self-efficacy practices used by effective Black
teachers in underperforming urban school settings?
e. How do these teachers adapt the concept of self-efficacy in their practices?
f. How are these practices distinguished in urban underperforming schools?
PHASE ONE: Focus Group Questions
Engagement Questions:
1. In your own words, how would you describe self-efficacy?
2. How would you describe your personal self-efficacy?
3. What examples of efficacy have you seen in your school?
Exploration Questions:
1. Who has influenced your personal self-efficacy?
2. How have you implemented efficacy in your school? In your classroom?
3. How do students benefit from your use of self-efficacy?
4. How have you taught students about self-efficacy?
5. How do they use it in your classroom?
Exit Questions:
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1. How has your self-efficacy changed over time and why?
2. What other influences (that have not been discussed) impact your personal selfefficacy?
3. Is there any aspect of personal self-efficacy that we have not discussed that you
would like to mention? If so, what?

Phase 2 (1:1 Interviews)
INTERVIEW 1: (Personal Background and Framing)
1. Tell me about your early education years. What are your most vivid memories of
your learning experiences?
2. What lessons did you learn from those experiences that you still live by today?
3. Who was most instrumental in your learning throughout your education and why?
4. Name specific ways in which people positively impacted your education. What
did they do or say?
5. Name specific ways in which people negatively impacted your education. What
did they do or say?
6. How do you learn?
7. What makes you want to learn and to perform at your best?
8. Why did you pursue education beyond high school? What were you hoping to
gain?
9. Who was your greatest teacher and why?
10. Why did you become a teacher?
11. How would you describe your personal self-efficacy?
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12. How were those beliefs developed?
INTERVIEW 2: (Detailed Experiences/Storytelling—Participants will be asked several
questions that will require deep details. As much as possible, participants should describe
the experiences as a story—sharing characters, setting, plot, and endings/results)
2. What does it mean to be an effective teacher?
3. Describe a personal experience with an effective teacher. What was it like?
4. Describe the most effective teaching experience that you have demonstrated. Why
was this effective?
5. How did you come to learn about effective teaching characteristics?
6. Are there additional characteristics of effectiveness needed in urban settings with
African-American students?
a. If so, what are they?
b. Why do they matter?
7. How did you come to know that those characteristics were relevant?
a. Which characteristic is absolutely essential?
8. Would you consider yourself to be an effective teacher and what evidence
supports your response?
9. How has your effectiveness impacted African-American students in your
classrooms?
10. What is most difficult about being a teacher?
11. How would you describe personal efficacy?
12. What are your personal self-efficacy beliefs?
13. What are your personal efficacy practices that you use in your classroom?
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14. How do those beliefs correlate with your ability to be effective?
15. Describe an example of those beliefs and how they manifest in your practices.
16. Compare your personal self-efficacy beliefs to those beliefs of the school. Name
an example in which the beliefs differ and an example in which they were the
same.
17. How are self-efficacy beliefs and effective teaching related? Describe an
experience in which self-efficacy was related to effectiveness in the classroom.
18. Describe how you teach your students about self-efficacy? Provide examples.
19. What aspects are most important about your students’ self-efficacy? Why?
20. How well do you motivate difficult students?
21. How do you share the learning expectations with students?
22. How do you help your students to think critically? Name an example.
23. How do you challenge your students?
24. How do you respond when students demonstrate misconceptions after several
lessons?
25. What impacts your effort as a teacher?
26. To what do you attribute students’ success?
27. To what do you attribute students’ failures?
28. USING STUDENT WORK SAMPLES:
a. Review the student work sample.
b. Make notes on the paper provided or on the student work sample
itself, to describe what you think of the work (think about accuracy,
content, and presentation)
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c. Describe the approach you would take to re-direct the student so they
perform proficiently the next time they encounter this skill. Be very
detailed, sharing resources you would use, what you say to the
student, and how you would continuously support the students’
success.
INTERVIEW 3: (Making Meaning)
Based on the responses from Interviews 1 & 2, participants will be asked to make
meaning from certain experiences.
1. What does effectiveness mean in relation to student achievement?
2. What do failures really mean?
3. What is success?
4. How important is self-efficacy in your teaching context?
5. Using your past successful experiences as a teacher, what lessons learned would
you share with future teachers in urban environments?
6. As you reflect on these discussions, what else would you like to share in relation
to the research topic?
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Appendix F: Student Work Samples
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Appendix G: IRB Approval
Fri 6/5/2015 12:49 PM
Hello,
The University of Memphis Institutional Review Board, FWA00006815, has reviewed
and approved your submission in accordance with all applicable statuses and regulations
as well as ethical principles.
PI NAME: Tisha White
CO-PI:
PROJECT TITLE: Teacher Self-Efficacy: How Do High-Performing Black Teachers in
Under-Performing Urban Schools Negotiate Self-Efficacy?
FACULTY ADVISOR NAME (if applicable):
IRB ID: #3761
APPROVAL DATE: 06/05/2015
EXPIRATION DATE: 06/05/2016
LEVEL OF REVIEW: Expedited
Please Note: Modifications do not extend the expiration of the original approval
Approval of this project is given with the following obligations:
1. If this IRB approval has an expiration date, an approved renewal must be in effect to
continue the project prior to that date. If approval is not obtained, the human consent
form(s) and recruiting material(s) are no longer valid and any research activities
involving human subjects must stop.
2. When the project is finished or terminated, a completion form must be completed and
sent to the board.
3. No change may be made in the approved protocol without prior board approval,
whether the approved protocol was reviewed at the Exempt, Exedited or Full Board level.
4. Exempt approval are considered to have no expiration date and no further review is
necessary unless the protocol needs modification.
Approval of this project is given with the following special obligations:
Thank you,
James P. Whelan, Ph.D
Institutional Review Board Chair
The University of Memphis
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Note: Review outcomes will be communicated to the email address on file. This email
should be considered an official communication from the UM IRB. Consent Forms are
no longer being stamped as well. Please contact the IRB at IRB@memphis.edu if a
letter on IRB letterhead is required.
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